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Abstract 
This critical, case study investigated four Queensland English language teachers’ 
understandings and practice of critical literacy with senior secondary school learners 
from culturally and linguistically diverse backgrounds. The study was conducted in 
two, differing state high school sites during 2010. Using Fairclough’s (2003) Critical 
Discourse Analysis (CDA) incorporating Systemic Functional Linguistic (SFL) tools, 
the study identifies the ways in which the teachers recontextualise critical literacy, 
from official policy constructions, to forms that are accessible and meaningful to their 
particular English as an additional language (EAL) learners.  
The analysis reveals a range of ways in which the teachers discursively construct 
critical literacy in interviews and in their classroom practice. These include providing 
access to powerful texts; deconstructing texts; and drawing on diversity, with 
significantly less emphasis on a transformative design element. A “critical aesthetics” 
dimension also exists although to a much lesser degree. The analysis also reveals five 
competing discourses in the ways the teachers position their learners in relation to 
critical literacy in their talk. The contestation among these five discourses stems from 
these teachers’ specialist EAL teacher knowledge and pedagogy, and advances a 
challenge to the dominant discourse of EAL learner deficit circulating more broadly in 
education contexts.  
The findings indicate that the teachers exercise agentive power in interpreting 
ambiguous, constraining and constantly shifting local policy, and commitment in 
enacting critical literacy, despite limited professional development. It shows pedagogic 
practice that enables EAL learners to successfully undertake critical literacy lessons in 
senior English studies. However, the pedagogic repertoire of the teachers requires a 
greater, creative design dimension necessary for the transformative goal of critical 
literacy. The study also shows that while circumscribed by a broader deficit discourse, 
the teachers position their EAL learners positively for intellectual engagement with 
critical literacy, but that their learners are significantly challenged by assessment that 
demands written response in Standard Australian English. A range of policy and 
practice-related implications are generated by this study and recommendations for state 
syllabuses and the Australian Curriculum are offered.  
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Chapter 1: Introduction 1 
Chapter 1: Introduction 
This thesis explores the ways in which four teachers of senior high school 
English represent critical literacy in times of rapidly shifting and contested 
curriculum policy. It analyses the ways they enact critical literacy with English 
language learners for whom language and literacy pedagogy is often reduced to low-
level thinking and an emphasis on basic skills (Locke & Cleary, 2011) without the 
intellectual rigour other learners receive (A. Luke, Cazden, et al. 2013). The ways in 
which these learners are positioned for the intellectual and linguistic demands of 
critical literacy work in English are also examined. 
Chapter 1 introduces the thesis and outlines the background (section 1.1) and 
context (section 1.1.1) of the study. It presents the aims of the study, including the 
research question and the place of critical literacy amid approaches to literacy 
teaching that have dominated the teaching of English as an additional language/ 
dialect (EAL/D) in the chosen context (section 1.2). The research design is briefly 
outlined in section 1.3 and the significance of the research is discussed in section 
1.3.1. Finally, the chapter includes an outline of the remaining chapters of the thesis 
(section 1.4). 
1.1 BACKGROUND 
This thesis investigates teachers’ knowledge and practice of critical literacy in 
senior English classrooms with culturally and linguistically diverse learners. Critical 
literacy, which is defined in section 1.1.2, has been a controversial component of 
senior English syllabuses in Queensland for the past decade and has been expressed 
in a range of forms in policy documents and the literature in general. More recently, 
it has been the subject of scrutiny in the formation of national English curriculum 
documents by the Australian Curriculum, Assessment and Reporting Authority 
(ACARA). This thesis will document and analyse the ways in which four specialist 
teachers of EAL/D in Queensland high schools view critical literacy and demonstrate 
pedagogy using critical literacy with adolescent learners whose first language is other 
than Standard Australian English (SAE). The teachers in this study were all engaged 
in providing access to SAE as the dominant language variety. This in itself is 
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contentious (Williams, 2011), as it denies access to and use of other language 
varieties represented in the learning community. All Australian curriculum 
documents make specific mention of SAE as the required language variety for 
expressing knowledge (ACARA, 2012). Teachers, therefore, are constrained by this 
demand. 
In April 2002, I volunteered to conduct a professional development workshop 
with high school teachers of EAL/D on critical literacy. I carefully planned the two-
hour session with equal emphasis on both theoretical underpinnings and practical 
application. I invited a teaching colleague who was based at a local state high school, 
and who had become excited about the value of a critical approach to language study 
over the past year, to demonstrate her own planning and practice in this field. After I 
presented the theoretical backdrop, I gave participants the opportunity to air any 
concerns about critical literacy in relation to their learners from language 
backgrounds other than English. The aim of this stage of the workshop was to enable 
participants to externalise any negative views so we could get on with the business of 
the workshop. What I uncovered in the process was substantial frustration about the 
perceived relevance of critical literacy to their own field and pedagogy, and about 
their students’ capacity to engage with critical literacy. Statements such as: “they [the 
students] don’t know the historical backdrop to the novel so how can they 
deconstruct it”, “I have to keep shovelling it [background information] in” and “they 
can’t do the critical work until they can read and understand the text”1, clearly 
indicated to me that critical literacy represented a site of contestation for teachers of 
EAL/D, whereby previously established norms of pedagogical practice were being 
threatened/challenged by new ways of teaching language. The teachers persevered 
and eagerly awaited my colleague’s presentation to see how she, a respected and 
experienced member of the EAL/D teaching community, had made sense of critical 
literacy. The participants left feeling, I imagined, somewhat relieved that even she 
had more questions than answers, but she had in fact attempted to understand and 
incorporate a critical approach into her regular language teaching.  
                                                 
 
1 These statements were made to me in conversation which I recorded in my notes during the 
workshop. 
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The anecdote above presented an “uneasy moment” (C. Luke & Gore, 1992, 
p. ix), an anxious experience where I was faced with colleagues, many of whom were 
far more experienced in the profession than I, who seemed to be taking issue with 
critical literacy and at the same time struggling to learn ways to incorporate it into 
their teaching repertoire. My experience of teachers of EAL/D in general is that they 
are usually eager for professional development and are willing to take some risks to 
learn new ideas. Therefore, I felt shaken by the teachers’ seeming hostility to 
adopting pedagogy that involves identifying ideological investment in language use 
and challenging and de-naturalising language rather than accepting language at face 
value. My disquiet became defensiveness as I eagerly sought to justify the relevance 
of critiquing language for its ideological assumptions, and to demonstrate ways of 
doing this with students from culturally and linguistically diverse backgrounds. 
The anecdote also reveals how my approach in that seminar may have 
contributed, in some way, to their responses. My position as workshop facilitator and 
as the critical literacy “advisor” to the co-presenter would have had an effect on the 
power relations and status that I assumed and that the participants afforded me. The 
fact that many of the teachers there were older and more experienced in the field than 
me may have produced the effect of the group wanting to inform me, the young 
academic, of the difficulties of taking these ideas to the chalk-face. Reflecting on the 
self as researcher and my role with the participants in this study is discussed in 
Chapter 4. 
This experience prompted me to ask questions about how teachers of EAL/D 
can teach English as a second language to adolescents, with theoretical and practical 
integrity, in contemporary times. In particular, I became interested in two main 
aspects of this theory–practice process and relationship. First, the understandings 
from which teachers of EAL/D draw in order to create their own critical literacy 
pedagogy; and secondly, the ways in which these understandings are articulated and 
enacted in the classroom with particular groups of students. Both Corson (1999b) and 
A. Luke (1995b) note that critical literacy is multi-faceted in nature and rightfully 
resistant to neat pedagogical packaging. Additionally, Johnson (2002) suggests that 
critical literacy practices even within regular English classrooms do not always 
reflect the types of practices suggested in official syllabuses. If this is the case for 
mainstream English teachers who were, at the time of Johnson’s study, at the very 
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centre of the struggle of implementing the English Senior Syllabus (Queensland 
Board of Senior Secondary School Studies [QBSSSS] 2002), then I was curious to 
find out how EAL/D teachers, who work alongside mainstream English teachers, 
might view critical literacy for their own pedagogy with learners whose language and 
cultural background is not SAE.  
In this study, the term EAL/D is used instead of the term ESL (English as a 
Second Language) for three reasons. First, the term ESL is misleading as many 
students studying English in high schools in Queensland are already fluent in two or 
more languages or dialects and therefore English is not their second language. These 
multilingual learners bring certain attributes to the classroom of which teachers of 
English need to be aware when enacting the curriculum. For example, EAL/D 
students often have greater awareness of the properties of language and a cognitive 
flexibility that learners with one language background may not possess (Byram, 
Alred, & Fleming, 2002; Cummins, 2003). This matter of learner “difference” is 
explored in detail in Chapter 2 and Chapter 7. 
Secondly, EAL/D does not carry the potential deficit view that the term ESL 
connotes. The term EAL/D allows learners to be acquiring an additional language – 
in addition to their original and subsequent languages – which adds to learners’ 
linguistic and cultural repertoires rather than detracting from it. English, in this view, 
is not seen as a language that will replace previously learned languages. Graham 
(2008) acknowledges that the term ESL is problematic in that it places the child’s 
first-language status before the child herself (p. 48). Her identity then, is represented 
in this term as that of a language speaker (or in this case a non-English language 
speaker, bringing into play the above deficit view) before her identity as a person in 
her own right. Current literature also describes these learners as culturally and 
linguistically diverse (CLD) (Tan, 2008), or World English Speakers (WES) (Han & 
Singh, 2007), terms that allow the previous experiences of these learners to be 
acknowledged positively. English Language Learners, or ELLs, as well as Limited 
English Proficient (LEP) students, are terms used in American literature (Levine & 
McCloskey, 2009), but due to the fact that this study is concerned with the teaching 
of such learners in an Australian context, the Australian terms will be used. While 
the inclusion of dialect (EAD) is significant for Indigenous learners in the Australian 
context, who may speak Aboriginal English or a local dialect, there were no 
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Indigenous learners in the sites investigated in this study. Therefore, this study does 
not comment on the use of critical literacy with Indigenous learners of SAE. 
The third reason for using EAL/D is that nomenclature in official education 
policy and literature in Australia is increasingly using the term EAL/D instead of 
ESL.  
1.1.1 Context 
Teaching EAL/D, like any educational discipline, is based on philosophical and 
theoretical understandings that shape the pedagogic practice of teachers. These 
understandings are usually implicit in the work of teachers and may not be obvious 
in the day-to-day teaching world. Teachers of EAL/D, like those mentioned above, 
may find the assumptions underpinning new approaches confronting. They may find, 
as with most theory–practice processes, that there are significant disjunctures and 
discrepancies between new theory and other practice (cf. Comber, 2001). Troubling 
moments, such as the one recounted above, provide the impetus for investigating the 
assumptions and perspectives that inform critical EAL/D pedagogy in high schools in 
Queensland and more widely today. 
In recent years, the broader Australian community (e.g., media commentators, 
teachers, and parents) has become vocal about the place of critical pedagogy in a 
range of syllabuses, including English. The argument against critical literacy has 
centred on concerns about allegedly falling literacy standards and poor grammar 
knowledge amongst school graduates. Critical literacy, with its emphasis on 
investigating hidden assumptions and values in texts, has been seen as the culprit for 
decreasing the focus on the “basics” of language and literacy study – for example, 
spelling, grammar and punctuation. Proponents of critical literacy (e.g., Comber, 
2001; Freebody & Luke, 1990; A. Luke, 1995b; McLaughlin & deVoogd, 2004a, 
2004b; Sandretto, 2011; Snyder, 2008; Wallace, 2003) have argued that critical 
literacy is itself “a basic”, given the text-saturated environment within which young 
people live and work, and that grammar and other operational aspects of language 
learning can be taught within a critical framework.  
Public debate between teachers, politicians and key lobbyists in Australia from 
2004 to 2008 (e.g., Devine, 2004; Donnelly, 2005a, 2005b; Gilchrist, 2006) has 
driven critical approaches to literacy in high schools from a central position in 
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guiding documents, to the margins and has contributed to the dangerously 
dichotomous view that literacy education is either critical or not (Hamston & Scull, 
2007; Snyder, 2008). This is evidence of the methodological “pendulum” swinging 
back. Critical literacy was at the margins of literacy agendas in the 1980s and 
enjoyed a brief six-year foregrounding in Queensland before being reconstituted 
again more recently in much less visible ways. (This shift is explored in this thesis in 
Chapter 5.) Letters that appeared in The Australian newspaper during this period 
generated a set of complicated political and pedagogical alignments (Freesmith, 
2006a, 2006b; Snyder, 2008), which have, in recent months, resurfaced in 
conservative media outlets. For example, Donnelly continues to argue that Australian 
education has undesirably moved to the “cultural left” due to its inclusion of popular 
culture and multimodal texts rather than focusing purely on Western canonical 
literature (Donnelly, 2013, 2014). 
Given this influential political context, it is crucial to document and explore 
English teachers’ voices and classroom work with learners for whom English is an 
additional language. These teachers and their learners are often marginalised in the 
public debate. Studies like this one provide important evidence of what teachers 
think and what they do in complicated school contexts that demand complex 
pedagogical responses. 
1.1.2 Defining a critical orientation to language study 
The problem of defining a critical orientation to language study, within the 
teaching of EAL/D in Queensland, is central to the question this research project 
addresses. As many have argued (Collins & Blot, 2003; Comber, 2001; A. Luke, 
2000, 2012; B. Morgan & Ramanathan, 2005; Street, 2003), no single formula for 
critical literacy practice in the classroom has emerged and distillation of critical 
literacy to one “method” is actively resisted by educators (A. Luke, 2000, 2012; 
Zacher Pandya & Avila, 2013). Moreover, W. Morgan (1997) suggests that the 
various versions or models of English teaching available to Queensland teachers 
converse or argue with one another, and that no teacher is circumscribed entirely by 
one model. This is because moulding and deploying “the tools, attitudes and 
philosophies of critical literacy … depends upon students’ and teachers’ everyday 
relations or power, their lived problems and struggles … and on educators’ 
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professional ingenuity in navigating the enabling and disenabling local contexts of 
policy” (A. Luke, 2012, p. 9). I explore the professional ingenuity of the teachers in 
this study in Chapter 5.  
Broadly, then, critical literacy is the study of language that: 
… focuses on teaching and learning how texts work, understanding and re-
mediating what texts attempt to do in the world and to people, and moving 
students toward active position-taking with texts to critique and reconstruct 
the social fields in which they live and work. (A. Luke, 2000, p. 460) 
This quote from Luke demonstrates the complex territory that critical literacy 
encapsulates and as such it has “defied a unified curricula approach” (Behrman, 
2006, p. 490). Janks (2000, 2010) argues that there are four main realisations of 
critical literacy – Domination, Access, Diversity, and Design – and that each of these 
approaches is based on different conceptions of the relationship between language 
and power. I explore Janks’ model in detail in Chapter 2 and utilise it as an 
explanatory framework to analyse data in Chapter 6. 
In this project, critical literacy is framed loosely within the approach to literacy 
education endorsed by Queensland English curricula frameworks and policy 
documents within the past decade, and broadly adopted by many Australian language 
teachers. A. Luke, Comber, and O’Brien’s (1994) definition of the term “critical” has 
been instrumental in this process:  
By “critical” we mean ways that give students tools for weighing and 
critiquing, analysing and appraising the textual techniques and ideologies, 
values and positions. The key challenge … is how to engage students with 
the study of “how texts work” semiotically and linguistically, while at the 
same time taking up explicitly how texts and their associated social 
institutions work politically to construct and position writers and readers in 
relations of power and knowledge (or lack thereof). (p. 35) 
Janks (2014) maintains that a critical stance to text cannot be dismissed as irrelevant 
as “an understanding of the power of texts to shape identities and construct 
knowledge is perhaps even more pressing in an interconnected globalised world with 
ever more complex forms of text production and dissemination” (p. 37). 
This study seeks to find out the range of understandings of critical literacy as 
held and articulated by teachers of senior EAL/D. The findings may reveal adherence 
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to one or a combination of the above or something quite different. As A. Luke and 
Dooley (2011) advocate,  
Approaches to critical TESOL and literacy … are themselves historically 
produced and culturally situated. That is, they are activist interventions by 
students and teachers, teacher educators, scholars and researchers to disrupt 
and redress specific conditions of educational inequality, political 
disenfranchisement, linguistic and cultural marginalisation, social and 
economic injustice. Each is based on a situated “reading of the world” and a 
set of assumptions about what is to be done. It would be spurious to adjudge 
them on lofty theoretical and narrow empirical grounds. Each should be 
viewed in terms of transformative effects: whether and how they generated 
literacies that altered communities’ critical analyses and action in the world 
and their material and social relations, individually and collectively, 
developmentally and longitudinally. (p. 868) 
This study is interested in finding out the situated “reading of the world” of 
these four teachers and the assumptions that lead them to enact critical literacy in 
particular ways. It is also interested in whether and how the teachers, within the 
bounds of the context of this study, created literacies that had the potential to alter 
their learners’ analysis and action in the world.  
1.1.3 Shifting policy terrain: Critical literacy in Queensland senior English 
syllabuses between 2002 and the present 
This section outlines some key changes in a range of senior English syllabus 
documents that have guided teachers of EAL/D in their understandings of critical 
study of language in the Queensland context from 2002 to the present day. Specific 
syllabus documents are analysed in detail in Chapter 5. 
Currently in Queensland, Australia, there are three senior English courses 
students can undertake that count in the calculation of overall performance (OP) 
scores, the most common selection devices used by the tertiary sector: English 
(sometimes called mainstream English); English Extension (specialising in the 
theorised study of literature); and English for ESL Learners. These three courses 
allow learners to enter university. A fourth course called English Communication is 
not registered with the local education authority and is only for students who do not 
wish to continue to university study. Encompassing this thesis is the way in which 
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critical literacy has shifted and has been reshaped from the mainstream English 
Senior Syllabus (QBSSSS, 2002) to the present one used in teaching EAL/D learners 
– the English for ESL Learners Senior Syllabus (QSA, 2007 amended 2009). How 
this reconstitution has impacted on teachers’ understandings and practice of critical 
literacy with learners of EAL/D is of concern to this project. 
In 2002, a critical approach to language study was officially endorsed in the 
English Senior Syllabus (QBSSSS, 2002) in Queensland. In this syllabus, critical 
literacy was considered to be a literacy role that all language users enact when 
reading/viewing and writing texts. It refers to the ability to interrogate texts for their 
representations, underlying assumptions and values and to see how one is being 
positioned by the specific language choices made by the authors/producers of texts 
(Freebody & Luke, 1990; Lohrey, 1998; A. Luke, 1995b). Within the English Senior 
Syllabus (QBSSSS, 2002) critical literacy was considered one of the three core areas 
of language knowledge, alongside cultural and operational knowledge. As such, it 
had a major influence on the ways teachers were expected to teach language and 
texts in the English classroom. 
Since 2002, teachers of EAL/D in Queensland high schools have been 
engaging with a critical literacy approach to language and text study, often from the 
edges of the mainstream. From anecdotal evidence, their level of engagement 
appears to have varied widely depending on teachers’ understandings of what critical 
literacy means and their knowledge of ways of enacting this pedagogic approach in 
classroom practice. Teachers of EAL/D have always sought to complement the work 
of mainstream English teachers in the way they support students from non-English 
speaking backgrounds. However, a critical approach to language study seems to have 
generated a range of views among teachers of EAL/D of what being critical means in 
relation to texts, and how this might be incorporated, or not, into the everyday 
practices of EAL/D teaching. 
In 2008, the Queensland Studies Authority (QSA) redrafted the English Senior 
Syllabus documents with a revised emphasis on the critical study of language. The 
2008 version, for open implementation trial in 2009 and 2010, stated as its fourth 
general objective, “making and evaluating meaning” (QSA, 2008d, p. 9). According 
to this draft syllabus, evaluating meaning required students to “evaluate 
representations of concepts, identities (groups and individuals), times and places”; 
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“to analyse … the language which expresses the knowledge, ideas, values and 
practices that underpin texts”, and to “make and evaluate representations of concepts, 
identities (groups and individuals), times and places” (QSA, 2008d, p. 9). The 
syllabus avoided extensive use of the term “critical”, however activities such as those 
listed above are within the domain of the critical study of language, as proposed by a 
range of authors (Alford, 2005; Carr, 1999, 2003; Comber, 2001; Freebody & Luke, 
1990; Janks, 1991; Lohrey, 1998; McLaughlin & deVoogd, 2004a, 2004b; 
Monareng, 2008; Wallace, 1995, 1999, 2003; Wignell, 1995).  
While the critical emphasis of the 2008 syllabus was severely diminished in 
comparison to its predecessor – the English Senior Syllabus (QSA, 2002) – there was 
still scope for the teaching of critical language awareness. However, the way in 
which this critical language work was conceptualised was less centrally organised 
and more open for interpretation. Unlike the previous syllabus, the glossary 
contained no definitions of critical literacy or critical thinking and critical reading, 
but did contain an appendix which explained a range of sometimes contradictory 
approaches to the study of English, including literary criticism models, literary 
theory, reader response models, and finally, critical literacy theory. 
At the same time as the debate about critical literacy raged, the very first senior 
secondary school English syllabus specifically for EAL/D learners in Queensland 
was created. This trial syllabus – English for ESL Learners Senior Syllabus (QSA, 
2007) – was introduced in 2007 in four selected schools with the aim of providing a 
more equitable way for learners of EAL/D to complete senior English studies.  
The English for ESL Learners Senior Syllabus (QSA, 2007) provides teachers 
with another set of understandings about what it means to study language critically 
with one reference to critical reading. An interim report, evaluating the 
implementation of this syllabus from February 1, 2008 to June 30, 2008, was 
published by an independent educational consultant in July 2008. This report showed 
that it was not clear to teachers, from the current version of the syllabus, how 
explicitly critical reading should be taught and that teachers were unsure as to how 
they could show they were teaching critical reading (Robinson, 2008). The English 
for ESL Learners Senior Syllabus was then amended by QSA in March 2009 in order 
to align it more closely with the  Senior English Syllabus (QSA, 2008d). Details of 
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these syllabuses and how they variously construct critical literacy are analysed in 
Chapter 5. 
To complicate matters further, the Queensland Department of Education and 
Training issued guidelines for teachers of EAL/D learners in 2008 which emphasise 
the critical analysis of information as an important aspect of senior schooling. It 
suggests that, 
Curriculum content in the senior school can include academic subjects with 
highly specialised fields. In these, learners are expected to express learning 
through language which compares, contrasts, synthesizes ideas, questions, 
critically analyses and evaluates [my emphasis]. There is an expectation that 
learners have moved beyond reproduction of knowledge to critiquing 
information and ideas [my emphasis]. Learners need to be able to express 
their ideas, and hold opinions on topics and themes which may be culturally 
bound, abstract and completely unfamiliar to learners from other cultures 
(for example, Australia’s involvement in the Gallipoli campaign of World 
War One). (QSA, 2008a, p. 41) 
Subsequently, there is a range of emphases on critical engagement with text in the 
relevant guiding documents circulating around teachers of EAL/D causing 
uncertainty and sometimes confusion about the nature of critical literacy today. 
It is timely to investigate the constructions and enactment of the critical study 
of language among teachers of EAL/D who are influenced by and respond to such 
documents in their day-to-day practice. There are a number of reasons for this. First, 
continual change within curriculum documents has implications for teachers’ 
knowledge and classroom practice, particularly in regard to the implementation of 
the Australian Curriculum: English due to be implemented in senior schooling in 
2018; second, ongoing heated public dispute about the nature of critical literacy and 
its place in the English curriculum (state and national) has a significant impact on 
what teachers of EAL/D see as their core business; and third, it is important to 
document through evidence-based research the pedagogy employed by teachers of 
EAL/D in such times of change, in order to further fashion appropriate responses to 
the teaching of EAL/D learners.  
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1.2 AIMS OF THE STUDY 
This research project investigates how specialist teachers of EAL/D articulate 
their understandings of critical literacy and how these teachers enact critical literacy 
in intensive face-to-face EAL/D instruction in senior high school. It also aims to 
identify the ways in which the teachers position their particular learners for critical 
engagement with texts in senior high school. The study aims to make visible the 
official macro-level understandings and positioning of critical literacy as evidenced 
in influential curriculum and syllabus planning documents, specifically the English 
for ESL Learners Senior Syllabus (QSA, 2007 amended 2009). While the 2002 
syllabus orientations are now formally historical, these understandings of critical 
literacy are likely to have had a lasting effect on the work of EAL/D teachers in 
Queensland. This study seeks to identify if and how this legacy continues to 
influence these teachers’ understandings and pedagogic choices.  
The point of this study is not to resolve differences and close any gap between 
theoretical positions on critical literacy and EAL/D teachers’ understandings and 
their practice of it. Rather, it examines the teachers’ situated discursive practices 
which are, according to Fairclough (1995), Foucault (1972), and Gee (1990), 
characterised by multiplicity and tension. Exploration of and contestation among 
discourses, rather than simply mapping dis/continuity from theory to practice, is the 
focus of the inquiry. The point is that providing these insights will equip policy-
makers with insights into how critical literacy is manifest in curriculum documents 
and how this influences teachers work. It will also give policy-makers and teachers 
of EAL/D learners insight into the range of understandings of critical literacy that 
exists among teachers in schools and how it is able or not able to be enacted in 
specific sites under specific conditions. In addition, this study will provide evidence 
of critical literacy pedagogy that is effective with EAL/D learners, within these 
constraints, and also the gaps in these teachers’ knowledge and pedagogy that need 
to be addressed with professional development.  
1.2.1 Research question 
The central question posed by this study is: In the context of current 
approaches to language and literacy teaching, what are EAL/D teachers’ articulated 
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understandings of critical literacy and how do they enact these understandings in 
senior high school EAL/D classrooms? 
The research problem consists of several sub-questions: 
 What understandings about critical literacy do teachers of EAL/D 
articulate and why?  
 How do they enact critical literacy? 
 How are EAL/D students positioned by teachers in relation to critical 
literacy? 
The overarching “problem” this project addresses is “what kinds of literate 
practices, for whom, fitted for what social and economic formations can and should 
be constructed and sanctioned through teaching” (Freebody & Luke, 1990, p. 2)? The 
literate practices in this project refer to those decided upon and prioritised by 
teachers of EAL/D in high school classrooms in what is becoming a post critical 
literacy phase in Queensland. By post critical literacy, I mean that the sanctioned, 
orthodox version of critical literacy, as it was known, is now no longer a central 
component of the syllabus documents and teachers are left to decide their own 
critical approaches to language education. The so-called “literacy wars” between 
“those who favour direct skills instruction and those who favour more holistic 
approaches” (Alvermann, 2002, p. 189) have had an impact on the kinds of literacy 
teaching endorsed in Australian schools (see Donnelly, 2006; Snyder, 2008). In the 
context of these ongoing media debates about the “literacy wars” and especially the 
place of critical literacy in the curriculum, plus the number of official and often 
contradictory policy documents produced since 2002, this study investigates the 
configurations and contested meanings of critical literacy among teachers of EAL/D 
within such conditions.  
The implications of this for the field of TESOL (Teaching English to Speakers 
of Other Languages) are significant. Research agendas in TESOL are continuing to 
stress the need to critique passive and transmission-oriented norms (Benesch, 2001, 
2009; Norton & Toohey, 2004) and to challenge the “tendency to trivialise and 
simplify thematic content in many ESL settings” (B. Morgan, 2009b, p. 312. This 
tendency can be traced to deficit views of learners that perpetuate the idea that 
EAL/D learners are not capable of the same kinds of thinking processes as non-
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EAL/D learners. Alvermann (2002) and Hammond (2008, 2012), among others, have 
highlighted the dangers of this tendency, that is, poor student literacy outcomes in a 
world of increasingly complex literacy demands, including the need for critical 
literacy. (I explore this in relation to the data further in Chapter 7.) The Australian 
Curriculum has presented a new set of notions about critical engagement with text 
but it remains to be seen what influence this will have in senior schooling contexts.  
1.2.2 Locating critical literacy within the teaching of EAL/D in Queensland high 
schools  
This section discusses the rise of dominant language and literacy priorities in 
mainstream English teaching in recent times and their influence on recent English 
syllabus documents. I then outline two of the dominant pedagogic approaches in the 
teaching of EAL/D – functional literacy and cultural literacy, and discuss their 
relevance to the critical enterprise in language teaching and the present study. 
Two important priorities have emerged from recent social, institutional and 
global contexts to inform the development of “new literacy” pedagogies (Cazden et 
al., 1996; Cope & Kalantzis, 2000; Kalantzis & Cope, 2008, 2012; A. Luke, 2000). 
The first priority relates to the growing significance of cultural and linguistic 
diversity. While English has become a world language and the language of global 
commerce, media and politics, it is also characterised by various versions or forms 
marked by accents, syntactical variation and sub-cultural styles. A single standard 
version of a global language is not sufficient to enable the crossing of linguistic 
boundaries – a necessary feature of global interaction. The second priority involves 
the “multiplicity and integration of significant modes of meaning-making, where the 
textual is related to the visual, the audio, the spatial, the behavioural, and so on” 
(Cope & Kalantzis, 2000, p. 5). This is a reflection of the interconnected nature of 
contemporary communication and the wide range of semiotic devices for making 
meaning in contemporary communication (Kalantzis & Cope, 2008, 2012; Kress & 
van Leeuwen, 1990, 2006). As these media rapidly reshape the way language is used, 
the substance and nature of literacy pedagogies, therefore, needs to be constantly re-
examined (Cazden et al., 1996). This multi-dimensional and multi-modal view of the 
English language is significant as it supports the argument for attending to a critical 
pedagogical standpoint when teaching how language is used to make meaning. Mere 
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technical processing of language, A. Luke (1995b) argues, is insufficient in such 
environments. 
Almost two decades ago, the New London Group (comprised of leading 
literacy scholars: Courtney Cazden, Bill Cope, Norman Fairclough, James Gee, 
Gunter Kress, Allan Luke, Carmen Luke, Sarah Michaels, and Martin Nakata) 
proposed a literacy pedagogy model that had Critical Framing as one of its central 
tenets. Critical Framing, they argue, “involves the students standing back from what 
they are studying and viewing it critically in relation to its context” (Cazden et al., 
1996, p. 88). More recently, members of the New London Group continue to argue 
that “analysing critically is … a key knowledge process in which learners interrogate 
the interests behind an action, motives for expressing a meaning or reasons for 
highlighting a particular fact in a particular way” (Kalantzis & Cope, 2008, p. 185). 
They also argue that it is fundamental to the science of education in a knowledge 
economy. Such knowledge processes are common within a critical orientation to 
language study. 
This critical view of language and literacy, combined with other influences 
such as Halliday’s Systemic Functional Linguistics (Halliday, 1978, 1994), which 
also takes a social view of language, contributed to the emergence of the English 
Senior Syllabus 2002 (QBSSSS, 2002). Hallidayan understandings of language as a 
system for making meaning in contexts, made orthodox in previous senior English 
syllabuses (e.g., QBSSSS, 1987), are still present and contribute to the 
conceptualisation of the key exit criteria in the current English Senior Syllabus 2010 
(QSA, 2010). This is significant as it shows the resilience of the Hallidayan view of 
language – that language is a system of resources upon which people draw in various 
ways to make meaning in specific contexts – that has been present in Queensland 
English syllabus documents since 1994 (W. Morgan, 1997). 
Other models and approaches preceding and existing beside critical literacy 
have also shaped the conceptualisation of presently favoured literacy knowledge and 
behaviours. These include cultural heritage, early literary theories including New 
Criticism/Leavisite criticism and Expressive Realism, personal growth and reader 
response, Halliday’s genre theory, feminist and post-colonial views of language. The 
English Senior Syllabus 2002 (QBSSSS, 2002) demonstrated a response to these 
influences by developing learning experiences based on three focus areas:  
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 understanding how texts are shaped by purpose, cultural context and social 
situation;  
 understanding how patterns of textual features are chosen according to 
genre as appropriate to register and purpose;  
 working with the constructedness of texts, that is, examining how language 
choices shape particular meanings and position readers, viewers, listeners. 
(QBSSSS, 2002, pp. 10-13) 
The third focus area, the constructedness of texts, while inextricably linked to 
the other areas, represents the most critical dimension of language study in this 
syllabus. It seeks overtly to demonstrate how language operates as social practice and 
is imbued with values and power relations. The other focus areas also offer 
possibilities for critical literacy, as demonstrated by Threadgold (1997) and Kamler 
and Woods (1987), although the three focus areas were often problematically 
separated by teachers of mainstream English (W. Morgan, 1997). Meanwhile, 
without a syllabus of their own and with little professional development, teachers of 
EAL/D faced considerable challenge in terms of how they conceived, devised, and 
adapted their own particular language pedagogy in classes that typically drew on 
mainstream planning materials and ran parallel to mainstream classes.  
EAL/D pedagogy has been dominated by the paradigm of functional literacy 
(Cadiero-Kaplan, 2002; Locke & Cleary, 2011; A. Luke, 1995b) – one that 
prioritises the teaching of reproducible skills considered necessary to participate 
successfully in school and society. Evidence for the dominance of this model in 
Queensland can be found in two main areas. First, the chief methodological approach 
to second language teaching in Queensland EAL/D classrooms, also promoted in 
second language teacher education courses and language teacher reference books, 
has been the genre approach (Callaghan & Rothery, 1988; Christie, 1990; Gerot & 
Wignell, 1994). This rhetorical model (W. Morgan, 1997) of language pedagogy is 
based on Hallidayan Systemic Functional Linguistics (Halliday, 1994) which views 
language as a system of resources people can draw on to achieve particular social 
purposes within situational and cultural contexts. Genre Pedagogy concerns itself 
with the explicit teaching of these resources: the text-types or genres and their 
constituent structures and language features (e.g., grammar and vocabulary) with the 
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aim of assisting students with the comprehension and (re)production of such texts in 
order to participate in social life.  
Other evidence for the dominance of the genre approach lies in the types of in-
service professional development programs that have been prioritised by state 
education authorities. For example, the English Language Development Across the 
Curriculum Project in the 1980s and 1990s, and more recently, the revised Teaching 
ESL students in Mainstream classrooms: language in learning across the curriculum 
(Department of Education, South Australia, 2007), have promoted the analysis of 
texts across the various subject areas as structured, extended pieces of language that 
each serve discrete and distinct social purposes and possess particular linguistic 
features. Typically, these genres are explicitly expounded, scaffolded and jointly 
constructed by teachers and students in EAL/D classrooms with the aim of students 
acquiring the capacity to reproduce them independently (Dare & Polias, 2001; 
Macken-Horarik, 2002). Scaffolding, a term first coined by Bruner (1978), is a 
highly valued approach in EAL/D teaching (Hammond, 2001b, 2006; Hammond & 
Gibbons, 2005). This approach draws on Vygotsky’s (1978) social theory of learning 
and in particular his notion of the Zone of Proximal Development: “the distance 
between the actual developmental level as determined by independent problem 
solving and the level of potential development as determined through problem 
solving under adult guidance, or in collaboration with more capable peers” 
(Vygotsky, 1978, p. 86). This is commonly interpreted as the distance between what 
a learner can do without assistance and what they can accomplish with assistance. 
Scaffolding can be described as “the temporary, but essential, assistance that helps 
apprentice learners into new skills, concepts, or levels of understanding” (Gibbons, 
2003, p. 249). The EAL/D learner is seen as someone to be apprenticed into the ways 
of using the target language in the target culture.  
This scaffolding approach, coupled with Hallidayan Systemic Functional 
Linguistics (Halliday, 1994), has become “an article of faith among a number of 
educators across Australia, notably TESOL (Teaching English to Speakers of Other 
Languages) teachers” (W. Morgan, 1997, p. 189). This approach is valued as it is 
seen to induct students into the powerful genres of public life, into “the codes needed 
to participate fully in mainstream life” (Delpit, 1988, p. 296). Nevertheless, it has 
not, typically, provided high school EAL/D students with opportunities to investigate 
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the ways language resources are chosen for a text’s particular ideological and 
discursive purpose and the effect this has on them as readers/viewers. It has the 
potential to do so, theoretically, but has not been interpreted in this way on a large 
scale in Australia. Functional literacy, therefore, has had a long history as being the 
tacit educational objective for many EAL/D learners (Locke & Cleary, 2011; 
Williams & Capizzi-Snipper, 1990). Lee (1997) suggests this approach has become 
“a pedagogy of deferral”, whereby critical engagement with language is postponed in 
favour of mastery of certain genres. Critical interrogation of text had not, until 2002, 
been recognised by many high school EAL/D educators as a central concern, but 
rather as an optional or deferred adjunct to the primary business of language teaching 
and learning – that is, the decoding and encoding of language (spelling, grammar, 
vocabulary study), the comprehension of intended meaning, and putting language to 
use in text types for social purposes. Hammond and Macken-Horarik (1999) suggest 
that the critical study of language with EAL/D learners might best be considered 
after decoding/ encoding and mastery of generic forms is satisfactorily accomplished. 
The important aim here, following Delpit (1988, 1995), was to provide for EAL/D 
learners much needed access to the codes needed to participate fully in mainstream 
life. Likewise, Janks (2010) maintains that the skills of decoding and comprehending 
texts are necessary for critical literacy. 
Many researchers have argued, for the past 20 years, that language learning 
experiences should reflect the view that literate behaviour is multifarious and 
includes roles beyond the level of technical skill acquisition, one of which is the key 
role of critical text analyst (Cazden et al., 1996; Corson, 1999a; Freebody & Luke, 
1990; Janks, 1991, 2010; Lankshear, 1993; A. Luke, 1995b). Despite this, second-
language researchers (for example, de Gourville, 2002; Grant, Wong, & Osterling, 
2007) continue to find that the provision of literacy education for EAL/D learners in 
the United States largely ignores taking account of the political and experiential 
dimension of language and literacy, and which inevitably involves analysis of power. 
EAL/D teachers in Australia are mostly accustomed to pedagogy based on the code-
breaking, making meaning from texts and learning how to reproduce genres. This 
study therefore aims to explore and critically examine the understandings and 
personal, institutional and policy practices that may constrain or enable EAL/D 
teachers in adopting a critical framework in their own language teaching pedagogy.  
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The concept of cultural literacy is another key tenet of EAL/D language and 
literacy instruction that is significant to this study and is associated with the 
functional model of language and literacy acquisition. This principle begins with the 
premise that EAL/D students are lacking certain cultural knowledge or information 
necessary to understand, let alone critique, core texts. Common background 
knowledge, this model suggests, is needed in order to comprehend the intended 
meaning of texts – the common knowledge possessed by literate members of the host 
culture (E. Hirsch, 2003; J. Hirsch, 1987; McKay, Hudson, Newton, & Guse, 2007). 
This background knowledge is more often than not foreign to the EAL/D learner and 
it is assumed that culturally and linguistically diverse students must learn this 
cultural knowledge in order to be successful at school and to have access to 
mainstream culture. Fairclough (1995) suggests, however, that the concept of 
background knowledge, while being important, “reduces diverse aspects of the 
‘backgrounded material’ which is drawn upon in interaction, i.e., beliefs, values, 
ideologies – to knowledge” (p. 44) and that, by implication, this knowledge is seen as 
being factual rather than invested with particular ideological interests. Despite Gee’s 
warning that it is highly unlikely that anyone learns any significant cultural 
knowledge through overt, explicit instruction owing to the “myriad of 
interconnecting cultural data in any instance of language use” (Gee, 1990, p. 90), 
EAL/D pedagogy in Queensland has endeavoured to make this cultural knowledge 
explicit to EAL/D learners. Therefore, the priority accorded by EAL/D teachers to 
the explication of certain cultural knowledge may also impact on the ways in which 
EAL/D teachers develop theoretical and pedagogical understandings about critical 
literacy, about its efficacy for second language and culture learners and about how 
they implement it in classroom practice.  
Commitment to notions of cultural diversity and inclusivity is ever present in 
the rhetoric surrounding educational policy. However, as shown in section 1.1.1, 
informal dialogue with ESL teachers reveals the resilience of a “deficit model” 
regarding student capacity for critical inquiry and in relation to the issue of cultural 
background knowledge. The deficit model locates the problem of school 
underachievement or differentiated achievement within the mind and background of 
the individual learner (Dooley, 2012; Guttierez & Orellana, 2006a, 2006b). EAL/D 
students are described by some ESL teachers as being “too weak” linguistically, 
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culturally and perhaps conceptually, to engage with critical literacy, as it is 
understood and enacted by their mainstream student counterparts. Other teachers, 
however, are indicating that discussions with students about how texts construct 
particular versions of the world reveal considerable insight and analytic ability on the 
part of their EAL/D students (Hudson, 2005). As Johnson (2002) found in her study 
of mainstream English teachers, uptake of critical literacy is varied even within an 
individual teacher’s thinking. The struggle to make pedagogical sense of critical 
approaches to language study within the field of EAL/D teaching therefore frames 
the conceptualisation of this study.  
1.3 RESEARCH DESIGN 
The study uses critical, multiple instrumental case study design (Carspecken, 
1996; Simons, 2009) and investigates the practices of four senior teachers of EAL/D 
in two differing school sites. Instrumental case study methodology is used in order to 
obtain a rich comprehensive picture of the issue of teaching critical literacy with 
EAL/D learners. Data were collected via interviews and video recordings of 
teachers’ classroom practice, documents, field notes and stimulated verbal recall 
(SVR) comments (Ethell & McMeniman 2000; Gass & Mackey, 2000; Swain, 2006).  
Using a three-level (macro to micro) Critical Discourse Analysis (CDA) 
approach to the data, this study aims to provide insight into how EAL/D teachers’ 
understandings of critical literacy are constructed and to make visible the range of 
available and possibly competing discourses within the teachers’ talk and classroom 
practice. It makes visible the highly contested and textured social/institutional 
environment playing out in the teachers’ practices and their accounts of knowledge 
and practice. It makes visible their practices in context and also makes possible the 
discussion of implications for future teaching of critical literacy with EAL/D 
learners. Chapter 4 outlines the research design and analytic method in detail. 
1.3.1 Significance of the research project 
This study documents the curriculum and pedagogical choices teachers of 
EAL/D learners are making in the context of rapidly changing curriculum terrain and 
competing literacy agendas in Australia. The predominant significance of this 
research project is that it will add to original knowledge of teachers’ understandings 
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and pedagogy by critically examining EAL/D teachers’ theorisation and practice of 
critical literacy. This is important for six reasons. The study: 
1. provides rich evidence regarding teachers’ interpretations and practices of 
critical literacy in response to highly contested policy and political, 
curricula and institutional conditions (cf. Ball, Maguire, & Braun, 2012);  
2. demonstrates critical literacy classroom pedagogy as employed by 
Australian teachers of senior high school adolescent EAL/D learners 
specifically;  
3. contributes to international discussion about the range of approaches to 
critical literacy able to be enacted in EAL/D education contexts; 
4. identifies the often competing ways in which EAL/D learners are 
positioned by teachers for critical investigation of texts and shows how 
this might be generative; 
5. provides evidence which can inform policy-makers with regard to how 
policy specifies “critical literacy” and what types of related assessment 
items policies (e.g., curriculum documents) suggest. 
6. provides evidence which can inform professional development for EAL/D 
teachers regarding critical literacy in current educational contexts, 
particularly in relation to the current, local English for ESL Learners 
Senior Syllabus (QSA, 2007 amended 2009), and the yet-to-be 
implemented national Senior Secondary English Curriculum – English as 
an additional language/dialect V6 (ACARA, 2014).  
The significance of this study lies also in the method of analysis to be applied 
to the data gathered. By applying Fairclough’s (2003) CDA approach to analyse data, 
this study aims to contribute to the field of critical applied linguistics within 
education institutions, through identifying the connection between discourses at the 
localised EAL/D classroom level and the broader socio-political discourses and the 
forces that both shape and are, in turn, shaped by them. Specifically, it aims to 
contribute to the dearth of CDA studies conducted within high school literacy 
education. As Rogers and Schaenen (2013) point out, CDA has been conducted in 
many areas of literacy education. However, only five of the 69 empirical CDA 
studies carried out between 2004 and 2012 which they surveyed, dealt with literacy 
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education in high schools, and none of these investigated reconstructive or positive 
instructional practices within the Australian context. To analyse the data, this study 
also utilises a unique assemblage of analytic tools within the CDA framework which 
are outlined in Chapter 4. This study therefore seeks to contribute to this gap in the 
methodological literature as well. 
1.4 STRUCTURE OF THE THESIS 
This chapter has outlined the background and significance of the research. A 
literature review of the existing empirical literature relating to critical literacy 
pedagogy in second/additional language learning is presented in Chapter 2. Chapter 2 
also presents a review of literature on influential pedagogic models that define how 
to teach critical literacy, as well as literature on the deficit versus difference debate. 
The theoretical  framework for the study is outlined in Chapter 3. The range of 
theoretical perspectives drawn on in this study is discussed in this chapter. Chapter 4 
presents the design of the study – the methodology, participants, data collection 
methods, procedures, timeline, analytical tools, ethical considerations and 
limitations. Following this, three chapters each present findings plus data analysis 
and discussion around three key themes: Chapter 5 presents an analysis of how 
critical literacy is represented in relevant syllabus documents from 2002 to 2009, and 
how it is subsequently taken up and applied in school-based work programs and then 
recontextualised in teacher practice; Chapter 6 presents analysis of the constructions 
of critical literacy as articulated in the teachers’ talk and as enacted in their 
classroom practice; and Chapter 7 turns to the range of discourses in the teachers’ 
semi-structured interview and SVR interview talk that position EAL/D learners and 
construct their capacity for critical literacy work in the conditions in which this study 
was conducted. Finally, Chapter 8 indicates the contribution this study makes to 
knowledge, highlighting key insights that emerged, limitations of this study, and 
suggestions for potential future research. 
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Chapter 2: Literature Review 
This chapter reviews relevant literature in five sections. First, I present a brief 
historical overview to locate critical literacy teaching more broadly (section 2.1). I 
then review empirical studies of teachers’ understandings and practice of critical 
literacy with EAL/D learners in high schools (section 2.2). Following this, I present a 
review of the literature on best practice of critical literacy, as proposed by various 
models, including recent conceptual developments (section 2.3). Literature on deficit, 
difference and positioning EAL/D learners for intellectual engagement with critical 
literacy is then reviewed (section 2.4). Finally, I present a review of literature that 
examines student engagement with critical literacy (section 2.5) and summarise the 
chapter (section 2.6). 
2.1 HISTORICAL OVERVIEW  
In the 1970s and 1980s, critical education theorists such as Apple (1979), 
Giroux and Simon (1988), McLaren (1988), and Shor (1980) shed light on the hidden 
curriculum of schooling practices that maintain unequal power relations and serve 
the interests of the privileged. Following this trend, various researchers (Auerbach, 
1995; Canagarajah, 1999; Fairclough, 1992, 1995; A. Luke, 1995b; Pennycook, 
1999; 2001a; Wallace, 1992, 1995) began to argue that language education is also a 
socio-political practice when dominant cultural and linguistic forms and practices are 
imposed on learners. The second language education research agenda, according to 
Kumaravedivelu (1999), began to include the collection and analysis of data on the 
implementation of critical literacy in the late 1990s. This is despite the fact that 
critical approaches have been available as a teaching focus for language educators 
since the 1970s (Freire, 1972; Freire & Macedo, 1987) and have been promoted 
institutionally as necessary for well-rounded language and literacy education since 
the early 1990s (Freebody & Luke, 1990; Janks, 1991; Janks & Ivanic, 1992). In 
1999, in an influential issue of TESOL Quarterly, Pennycook advocated that critical 
approaches to TESOL should be seen “not as a static body of knowledge and 
practices but rather as always being in flux, always questioning, restively 
problematising the given, being aware of the limits of their own knowing, and 
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bringing into being new schemas of politicisation” (Pennycook, 1999, p. 329). More 
recently, A. Luke and Dooley (2011) argue critical approaches to second language 
teaching are a curriculum strategy to remedy educational disadvantage. “Critical 
approaches to TESOL attempt to shift the balance of conventional TESOL, focusing 
on the enfranchisement of the life worlds and voices of students’ communities and 
cultures and a direct engagement with codes and texts of power” (p. 861). 
I now turn to the literature on teachers and how they conceive of and practice 
critical study of language within the EAL/D field. In order to focus the scope of this 
literature review for this document, this next section of the review is limited to 
qualitative empirical studies in a variety of countries and high school contexts. It 
does not review studies undertaken in primary schools, of which there are many 
important studies (e.g., Comber, 2001; Rogers, 2007) and only mentions one study of 
adults (Harison, 2008) because of its particular relevance to the research questions 
and context in this study. 
2.2 TEACHERS’ UNDERSTANDINGS AND PRACTICE OF CRITICAL 
LITERACY IN HIGH SCHOOL EAL/D CLASSROOMS 
Despite a sizeable body of theoretical work on critical approaches to language 
study for culturally and linguistically diverse learners (cf. A. Luke & Dooley, 2011), 
limited attention has been paid by researchers to the study of critical language 
pedagogy in terms of practice in senior high school (Godley & Minnici, 2008). While 
there are a number of studies that report on critical literacy interventions by 
researchers and/or researcher-teacher teams (e.g., Lau, 2013), there are fewer 
research studies that focus on regular classroom teachers in terms of their 
interpretations and everyday, situated practice of critical literacy. My study seeks to 
contribute to this under-represented area in the literature.  
One study that investigated the relationship between the teaching of critical 
literacy within high school EAL/D contexts and the broader social milieu is by 
Monareng (2008). He conducted case studies in the Goldfields area in the Free State 
province of South Africa in 10 secondary schools. His goal was to elicit information 
from Year 11 learners and their teachers about the nature and practice of Critical 
Language Awareness (CLA) in their EAL/D classrooms. As was the case in 
Queensland from 2002 to 2008, CLA was an endorsed component of the syllabus in 
the South African National Curriculum Statement on Languages Learning Area, and 
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the syllabus was, according to Monareng (2008), “the epitome of a language 
programme that is grounded in a Critical Language Awareness perspective” (p. 63). 
Despite the focus on the critical dimension in the guiding documents for language 
education, and the fact that the ESL course books were framed using CLA, his 
findings in the classroom did not match the anticipated goals of these curriculum 
statements. Teachers used traditional methods of teaching – transmission style – and 
neglected the ESL course books that drew on CLA. They did not consider that 
developing learners’ critical responses to language was a central part of EAL/D 
education and their teaching practice was “devoid of any inclination towards the 
CLA perspective” (Monareng, 2008, p. 63).  
A number of studies present the teachers as the source of a lack of critical 
literacy. Savage (2008) argues that Australian mainstream English teachers are 
largely out of touch with the personal out-of-school literacy of adolescent language 
learners and are therefore unable to encourage critical evaluation of texts that count 
in their everyday lives. Monareng (2008) further attributes this situation in South 
Africa to the lack of knowledge about, and lack of personal commitment to, CLA 
among the teachers. He argues “the teachers are not critical in their approach, which 
is why they would not consider the CLA perspective as one of the main components 
of ESL learning and teaching” (Monareng, 2008, p. 64). The reasons Monareng cites 
for this include: first, the teaching community does not make a point of keeping 
abreast of current trends in language teaching; second, the context he investigated 
had not been sufficiently “prepared” for the implementation of CLA; in addition, 
teacher education was insufficient (promised but not delivered) and when support 
was provided it was unhelpful; and finally, the teachers’ own difficulties in mastering 
syntax and spelling in English language made it difficult to motivate them to adopt a 
more critical approach. Kim (2006) also found, in her study of implementing critical 
pedagogy in an EAL/D writing class, that teachers’ own knowledge about language 
was lacking. Further, Monareng outlines the four reasons (stated above), but does not 
go on to suggest that these are systemic, structural barriers to the adoption of CLA, 
which was the intention in this province according to the South African National 
Curriculum Statement. Monareng’s study resonates with the Queensland context 
where critical literacy was also mandated in the curriculum in 2002; however, 
syllabus design and materials cannot be taken up in classroom practice without 
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effective professional development of individual teachers (Comber, 2001). Neither 
can a collective orientation toward a teaching approach – in this case, critical literacy 
– be automatically taken up by a body of teachers.  
Other research focuses on how teachers of EAL/D might engage in 
professional development to enact critical pedagogy more thoroughly and 
effectively. Using critical theory and action research, Cadiero-Kaplan (2001) 
investigated four teachers who were teaching language to high school English 
language learners in the San Diego area. Unlike Monareng (2008) and Savage 
(2008), her goal was more transformative in that she chose an action research 
methodology to enable her to operationalise a dialogic process with the teachers with 
an emphasis on Freirian reflection, action and praxis or theorised practice (Freire, 
1983). At the outset, she identified the orientations teachers had toward literacy 
pedagogy and noted, perhaps not surprisingly, that their individual practice reflected 
official policy to varying degrees. She then set about to use the action research cycle 
to enable them to expand their knowledge of and practice of a range of literacy 
pedagogies, including critical literacy. It can be argued, however, that such studies 
still position the teacher as deficient in terms of “implementation” of the curriculum. 
My interest is not so much whether the teachers are reflecting official policy, as this 
is ambiguous and contested as will be illustrated in Chapter 5. Rather, I am interested 
in what tensions exist in their understandings and pedagogic choices and why these 
might exist, and what configurations of knowledge and pedagogic practice are 
possible in such an uncertain context historically. Such a focus enables me to explore 
the epistemological shaping of knowledge for EAL/D learners at this point in time, 
and what part teachers play in “the shifting and remaking of disciplinary boundaries” 
(Jewitt, 2008, p. 255). 
Teachers’ understandings of critical literacy are also documented by Glazier 
(2007). In a single case qualitative study, Glazier followed a newly qualified English 
teacher into a culturally diverse, low socio-economic eighth grade classroom in 
Washington, DC. In Glazier’s study, critical literacy was understood as involving 
four dimensions (based on Lewison, Seely Flint, Van Sluys, & Henkin, 2002): 
(1) disrupting the commonplace, (2) interrogating multiple viewpoints, (3) focusing 
on socio-political issues, and (4) taking action and promoting social justice. 
Compared to the more explicit definition of critical literacy found in the English 
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Senior Syllabus 2002 (QBSSSS, 2002), which I explore in Chapter 5, this version of 
critical literacy is less clear-cut and open to an even wider range of interpretations. 
Such a broad framework would have an effect on the ways teachers conceive critical 
literacy and what they decide to do to enact it. Glazier documented the teacher’s 
developing understandings of and perspectives on critical literacy; her use of critical 
literacy in practice; the changes in her approach to critical literacy as she became 
more experienced; and the barriers she identified to using critical literacy in her high 
school classroom. Glazier identifies that despite having clear understandings about 
the nature of critical literacy (in her US context), her participant’s own critical 
literacy pedagogy was initially being “boxed” and used as an add-on, rather than 
grounding the whole of her teaching. Glazier argues that the experience of this 
teacher can inform pre-service teacher education about the challenges involved in 
enacting critical literacy in such classrooms, namely inexperience, isolation, class 
size and the ever- extending gamut of teacher responsibility (i.e., accountability in 
implementing set curriculum). Six years prior to Glazier’s study, I also 
acknowledged that it is the range of challenges at the chalk-face and not necessarily 
the theoretical commitment which hampers teachers’ enactment of critical literacy in 
high schools (Alford, 2001a, 2001b). I suggested these barriers also include lack of 
time; viewing non-dominant, a-critical cultures of learning as a hindrance; the need 
to be mentored into adopting the particular critical literacy approach that teachers in 
Queensland used at the time; and the resilience of reproductive forms of teaching 
language (in materials and curricula) requiring acquiescence rather than engagement. 
Certain limitations in Glazier’s (2007) study are worth heeding. Glazier sees 
critical language pedagogy as a developmental process but she does not address 
structural/institutional reasons for why the barriers to practice exist or how these 
structures might be constraining or enabling various possibilities around the teaching 
of critical literacy. By this omission, she seems to suggest that the problem lies with 
individual teachers, who are not experienced enough, and with out-of-touch teacher 
education. My position is that it is a much more encompassing problem than this. 
There are structural power relations that constrain or enable certain aspects of social 
life and  critical literacy pedagogy with EAL/D learners is subject to such 
manoeuvrings. For instance, Glazier found that the application dimension of critical 
literacy, that is, recasting how the world is represented from one’s own perspective 
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via action, was frequently not addressed, making it a more abstract intellectual 
exercise rather than a moment for moving towards transformative praxis. W. Morgan 
(1997) argued that the critical agenda in Queensland classrooms has similarly side-
stepped the more controversial action dimension, in favour of treating critical 
literacy as a method of deconstructing texts in an objectifying way. These outcomes 
are not accidental but are part of the broader discursive territory that is shaped by, 
and in turn continues to shape, the social practices of teaching critical literacy. My 
study seeks to make these connections more transparent by tracing the tensions and 
shifts, or the alignments, in the discourses of the teachers, the institutions they teach 
in and the governing bodies via policy. In addition, Glazier’s case study of one 
teacher cannot be generalised to other situations.  
This section has reviewed literature about teacher knowledge of critical 
literacy. In the next section I appraise literature that presents approaches to and 
empirical studies of practice of critical literacy in various global contexts. 
2.3 EFFECTIVE PRACTICE AND MODELS OF CRITICAL LITERACY 
There is substantial literature, particularly from the United Kingdom, South 
Africa, Australia and the United States, about effective critical literacy practice with 
culturally and linguistically diverse school-age learners (Alford, 2001b; Alford & 
Jetnikoff, 2011; Collins, 2005; Hammond & Macken-Horarik, 1999; Janks, 1991, 
1999, 2000, 2010; Lau, 2013; Locke & Cleary, 2011; A. Luke, 1995b; A. Luke & 
Walton, 1991; McLaughlin & DeVoogd, 2004a, 2004b; Sandretto, 2011). Adult 
EAL/D learners in tertiary or optional language courses are also the subjects of many 
research reports (see Benesch, 2009; Burns & Hood, 1998; van Duzer, Florez & 
National Clearinghouse on ESL Literacy Education, 1999; Wajnryb, 2000; Wallace, 
1995, 2003, 2008). Much of the available literature relevant to this review (e.g., 
Comber, 2001; Duff, 2001; Hammond & Macken-Horarik, 1999; Monareng, 2008; 
Rogers, 2007; Wallace, 1992, 1995, 2008) argues that for critical literacy to occur in 
either L1 (English as a first language) or L2 (English as a second or subsequent 
language) classrooms, certain roles, knowledge constructs, attitudes and practices 
need to be established for a critical stance on language to be possible. What 
constitutes these elements varies from context to context, indicating the diversity of 
interpretation of critical literacy.  
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A central theme in the literature is the need to investigate grammar and specific 
language choices at the word, clause and sentence level in relation to the whole text 
and context. This allows teachers and students to make the connections between the 
way authors word texts and the ways they simultaneously word up the world (Freire 
& Macedo, 1987). Practical frameworks for critical literacy using grammar as a 
starting point are provided by a range of authors including Janks (1991, 2010, 2013), 
Wallace (1992, 1995, 2003), W. Morgan (1997), and Morgan and Ramanathan 
(2005). Janks’ early work (1991) takes a close linguistic focus and suggests 
investigating modality (degrees of certainty encoded in modal auxiliaries), passive 
voice (where subject is removed rendering the action agentless), articles (use of the, 
a, and an), and the sequencing of information in a text. These, she argues, are textual 
clues to the ideological workings of texts and wield significant power in constructing 
meaning.  
Likewise, Wallace (1992, 1995, 2008) focuses on grammar and how teachers 
can utilise Systemic Functional Linguistics (SFL) to aid the critical enterprise. 
Drawing on research on her own classroom teaching with adult English as a Foreign 
Language learners, she explicates the process of developing a grammar metalanguage 
(SFL which views language as a system of choice), and following this logically 
through to a critical enquiry into the choices writers and speakers make in order to 
construct meaning in certain ways. Knowledge about language (KAL), or knowledge 
about how language is used as a resource to shape and organise meanings 
(Derewianka, 1990, 2012) is an important aspect of both EAL/D teaching and critical 
literacy work. Gaining knowledge about language, according to Christie (2004), is a 
significant aspect of learning to “operate in independently critical ways in using ... 
literacy” (p. 189). Wallace (1999) presents a seamless account of how to do critical 
literacy by first providing her adult students with knowledge about the linguistic 
resources (grammar and genre knowledge) they need to analyse texts critically. While 
this might be achievable in the adult learner context, Hammond and Macken-Horarik 
(1999) and Kalbach and Forester (2006) stress that the high school classroom with 
learners who have different resources at their disposal, by virtue of their age, a less-
even playing field, and a crowded curriculum, is a different matter. Derewianka (2012) 
points to another possible reason for why English teachers in Australia might have 
difficulty with a KAL approach. She notes that, surprisingly, “explicit knowledge 
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about language has often been absent from (mainstream) English curricula” 
historically in Australia (p. 127). EAL/D teaching, on the other hand, has had a long 
tradition of teaching KAL. In fact, Miller and Windle (2010) call for “[the enrichment 
of] existing pedagogical literacy models [including critical literacy] with second 
language perspectives in order to better support a particular cohort of students” (p. 38). 
Hammond (2008, 2012), Gibbons (2008) and Harper and de Jong (2009) express a 
similar view. 
One influential interpretation of critical literacy and its attendant pedagogy is 
set out by Hilary Janks. Janks’ (2000, 2010) approach to critical literacy consists of 
four main realisations of critical literacy – Domination, Access, Diversity, and 
Design – and that each of these manifestations is based on different conceptions of 
the relationship between language and power. 
A Domination approach sees language and discourse as a means of preserving 
and reproducing relations of control. The pedagogy associated with this approach is 
called Critical Language Awareness (CLA) and originated with the work of Romy 
Clark and Norman Fairclough. CLA emphasises the fact that texts are constructed. It 
assumes that 
anything that has been constructed can be de-constructed. This unmaking or 
unpicking of the text increases our awareness of the choices that the writer or 
speaker has made. Every choice foregrounds what was selected and hides, 
silences or backgrounds what was not selected. Awareness of this prepares 
the reader to ask critical questions: why did the writer or speaker make these 
choices? Whose interests do they serve? Who is empowered or 
disempowered by the language used? (Janks, 1993, p. iii) 
This approach focuses on critical “reading” and deconstruction across a range of 
modalities. In 1997, W. Morgan (1997) observed that critical literacy in senior 
English, as practised in Australia at the time, was concerned largely with a 
deconstruction, or domination, approach; with identifying “the cultural and 
ideological assumptions that underwrite texts … the politics of representation…. the 
inequitable, cultural positioning of speakers and readers within discourses” (pp. 1-2). 
More recently, Misson and Morgan (2006) argue that it is, ideally, also about 
reconstruction and transformation – talking back to texts. 
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Access is concerned with making more explicit the language of power and the 
dominant forms it takes, while simultaneously valuing the language and literacy 
diversity of student groups. The principal pedagogic manifestation of Access in 
Australia can be seen in Genre Pedagogy (Cope & Kalantzis, 1993, 2000; Martin, 
Christie, & Rothery, 1987) where the dominant forms of language are carefully 
expounded to students where formerly teachers thought students would somehow 
already know them or learn them by osmosis. This has been a hallmark of EAL/D 
teaching in Australia since the 1980s and is an important part of teachers’ pedagogy. 
Janks (2010), Lee (1997) and A. Luke (1995b) caution, however, that access without 
deconstruction can serve to naturalise and reify such genres without questioning how 
they came to be powerful. 
Diversity, as an approach to critical literacy, proposes that being inclusive of a 
diverse range of languages and everyday literacies  students bring is “a central 
resource for changing consciousness” (Janks, 2000, p. 177). In this approach, 
students’ home cultures, languages and everyday literacy practices are considered to 
be as significant in the process of schooling as the curriculum itself (Brice Heath, 
1982; Alvermann, Phelps & Gillis, 2009). Diversity is seen as a way to help students 
be more comfortable with difference and change so that these are considered normal, 
productive resources for innovation.  
The Design approach “encompasses the idea of productive power—the ability 
to harness the multiplicity of semiotic systems across diverse cultural locations to 
challenge and change existing Discourses” (Janks, 2000, p. 177). Human creativity 
and students’ ability to create manifold new meanings lie at the core of this approach. 
This approach emphasises the production of multimodal (print, visual/virtual, 
semiotic) texts and their reconstruction (or design) using a range of media. The work 
of the New London Group was influential in pioneering this approach. Design, an 
element considered fundamental in a Multiliteracies approach to education (Anstey 
& Bull, 2006; Kalantzis & Cope, 2008, 2012; Kress et al., 2005; Mills, 2006, 2010). 
While Diversity provides the “alternative perspectives for reconstruction and 
transformation” (Janks, 2010, p. 123), Design provides the possibility for diversity to 
be realised. Kostogriz (2002) furthers this argument by suggesting teachers should 
harness the potentially innovative “diverse semiotic resources and funds of 
knowledge” (p. 237) that EAL/D students bring to their learning. 
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Janks (2000) suggests that the four approaches cannot be separated  but are 
crucially interdependent and need to be woven together to formulate critical literacy 
pedagogy that achieves its shared goal: equity and social justice. For example, 
“Access without a theory of domination leads to the naturalisation of powerful 
discourses without an understanding of how these powerful forms came to be 
powerful” (p. 178). Janks’ model is important due to its detailed conceptualisation 
and its traction in contemporary critical literacy research. A number of studies, some 
of which are not yet complete and some of which I report on later in this chapter, are 
drawing on this model to guide analysis of data. I utilise Janks’ 2010 model as the 
explanatory framework in my data analysis in Chapter 6. 
In attempts to invigorate English for Academic Purposes (EAP) courses in the 
United States, Benesch (2009), B. Morgan (2009a, 2009b), and B. Morgan and 
Ramanathan (2005) provide another dimension to critical literacy. They suggest 
critical literacy can complement, not replace, the conventional focus on the skill sets 
needed for academic study. They argue that through “denaturalising and 
demystifying disciplinary content, [students] become aware of the partiality – hence 
contestability – of the dominant knowledge claims in their chosen fields of study” 
(B. Morgan & Ramanathan, 2005, p. 156). The tool kit they offer is comprised of: 
(a) the use of narratives/autobiographies to link personal experience to broader 
exercise of power in institutions; (b) the juxtaposition of texts in order to question 
and challenge received knowledge; (c) raising awareness of the historical and 
political trends (e.g., colonialism) that have led to the spread of English and its 
dominance in the world; and (d) use of technology and multimodal strategies to help 
reposition knowledge and learners.  
This view that critical literacy can revitalise rather than usurp traditional 
approaches to language teaching can be seen as an attempt to salvage it from 
pedagogical obscurity as we enter an era of high accountability in education 
(Clarence & Brennan, 2010; Comber & Nixon, 2009). It is significant in terms of this 
study as high school learners of EAL/D are also learning English for academic 
purposes and they are frequently exposed to more traditional approaches to language 
teaching, as outlined in Chapter 1.  
Issues surrounding the implementation of critical literacy in high school classes 
in Australia were first pointed out by Hammond and Macken-Horarik in 1999. They 
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raise a number of significant points, to which I alluded in Chapter 1, which continue 
to vex teachers of EAL/D learners. These questions include: to what extent does 
critical literacy require control of mainstream literacy practices (e.g., genres and 
grammar metalanguage)? What resources are actually necessary to engage critically 
with texts? How do schools recognise the time and effort needed to implement such 
an approach explicitly? In a case study of a junior high school science classroom, 
Hammond and Macken-Horarik (1999) identified a workable approach to critical 
literacy with EAL/D learners. The teacher “shunted” overtly between making 
scientific knowledge explicit (i.e., the cultural resources necessary to comprehend the 
topic of human reproduction); developing linguistic resources that enabled the 
students to talk and write about the topic; and a critical orientation to the scientific 
topic in question and its moral and ethical implications. In this way, the teacher 
straddled the three domains of teaching EAL/D considered necessary for mainstream 
success – discipline knowledge as it is valued by the field; language features that act 
as a vehicle for the field; and critical inquiry into the field and its language use. 
However, junior high school curriculum and pedagogy has greater porosity than 
senior schooling (Jewitt, 2008). Therefore, my study contributes to the 
documentation of workable approaches to critical literacy in senior high school 
within certain conditions.  
In this same vein, Locke and Cleary (2011) conducted a two-year project in 
New Zealand high schools on teaching literature in final year (Year 13) mainstream 
multicultural classrooms. Four key findings were: (a) that close critical reading of 
texts was multidimensional and involved teachers drawing on a range of approaches 
to literary and textual study including personal growth models; (b) that the cultural 
background of the students influenced the approaches they adopted. The teachers 
used both reader response2 and critical approaches to “open up an avenue to the 
cultural orientation of the reader as a determinant of meaning” (p. 136); (c) that 
critical literacy concepts and its complicated metalanguage are best taught by 
exposing students to a range of texts dealing with a similar topic; and (d) that, despite 
                                                 
 
2 Reading is transactional in that readers’ personal experiences and responses shape their 
understandings of texts (Rosenblatt, 1994). This allows the reader more authority to read beyond the 
text but not enough to examine power relations (McLaughlin & DeVoogd, 2004a). 
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initial hesitancy to challenge the authority of texts, students were empowered by 
critical literacy to contest and resist invited readings. 
Other literature reports on studies that focused on multimodal design of texts 
that allowed students to explore firsthand the constructedness of texts while also 
making a social statement. Stevens and Bean (2007) report on a critical literacy study 
with high school seniors in Nebraska, USA. The teacher, frustrated by constraining 
curriculum requirements based on genre approaches to literature, decided to trial a 
critical inquiry into a local issue with her students. They explored how and why 
family-based farming, as the local economic base, had shifted significantly over the 
past few generations. To investigate changes in the agriculture industry and their 
local effects, students interviewed farmers, community leaders and others “using a 
critical lens to capture, describe and interpret the findings” (p. 87). The end product 
was a documentary created through a process of deconstructing the material effects 
of local social and economic events. The students, in assembling the documentary, 
had to decide which elements of the data and their interpretation and which design 
features would be included in their own representation of the issue in the 
documentary. In this way, they were asking critical literacy questions about 
representation during the reconstruction and authoring of their own text. Critical 
literacy questions that are often asked of commercially produced texts, for example, 
whose interests are being served?; who is foregrounded or marginalised?, were 
turned back on the students’ own texts, to help them deploy the resources of textual 
constructedness exposed by critical literacy. This project can be considered to lie at 
the transformative end of the critical literacy continuum as the documentary was then 
screened at a local venue to a full house from local and neighbouring districts. It 
went beyond the walls of the classroom or the school or district assessment panel, to 
the larger community who provided the class with positive feedback. 
Stein (2008) documents similar practice in South Africa where a teacher 
asked his high school students to make a cine romane film (i.e., stills images with 
sound, music and dialogue) to represent a day in the life of their school. In the task, 
students needed to make decisions about what to include and exclude; whose voices 
to represent; what intended reading they wanted; and what images and wordings to 
choose for particular effects. The students in both Stein’s and Stevens and Bean’s 
(2007) studies used their own “voice”. They also used creative processes to explore 
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the power of texts, and they experienced the decision-making involved in exercising 
that power through design choices.  
2.3.1 Critical aesthetics and emotionality in critical literacy 
The relationship between critical literacy and aesthetics has been an uneasy one 
(Golsby-Smith, 2009), however, it is an area that critical literacy proponents are 
increasingly turning their attention toward. Misson and Morgan (2006) propose that 
an aesthetic text is one that has been formally structured to produce a certain kind of 
emotional response in the aesthetically attuned reader. They contend that the link 
between the aesthetic and ideology is in the territory of the value we ascribe to a text 
because of the values it promotes. They call this connection the “ideology of 
aesthetic texts” (p. 44) and connect the two thus: Ideology is a configuration of 
beliefs that shape how people operate in the world. The aesthetic is a way of 
knowing, they argue, and therefore aesthetics is inexorably bound up with ideology. 
This relationship happens in two ways in texts. First, aesthetic texts make us see the 
world in particular ways and draw our attention to certain things such as emotion. 
Second, through our affective involvement as readers, attitudes are created and we 
are encouraged to react positively or negatively towards ideas and attitudes presented 
in the text. We are, in critical literacy terms, “positioned” into seeing and valuing in 
particular ways. Both emotional and rational responses are, therefore, generated by 
aesthetic texts.  
The concept of emotionality within critical English language teaching is also 
taken up by Lewis (2013) and Benesch (2012). Benesch contends that theories of 
emotions and affect are often neglected, at best treated tangentially, in critical 
English language teaching practice with EAL/D learners and research. She argues, 
however, that they can enrich critical language teaching, and are particularly relevant 
to English language teaching in neoliberal contexts. Benesch comments that while 
there are extensive rationales for including emotion in critical language teaching, 
there is scant evidence in the literature about its application. She does indicate, 
though, one study relevant to my project by Grey. Grey (2009), as discussed by 
Benesch (2012), investigated how her students in an Australian “English for 
Academic Purposes – Business” class responded emotionally to a large composite 
face image constructed of smaller images of each class member. It was a hybrid 
image of races and genders. Through the students’ emotional reactions to the 
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composite image – for example, glee and discomfort – she explored the ways the 
image disrupted conventional portraits (as texts) of various genders and races. She 
concluded that “difference” is shaped and re-shaped through bodies relating to one 
another. Misson (2012) claims that one cannot simply critique texts – both literary 
and non-literary – rationally without realising the way it is working on us 
emotionally; “No one ever started a revolution or fought for positive social change 
on logic alone: it is always informed by passion” (Misson, 2005, p. 46). This study 
seeks to identify whether the teachers include some element of affect or emotionality 
in their understandings and practice of critical literacy. 
Section 2.3 has reviewed a range of studies exploring effective enactment of 
critical literacy in high school contexts. It identified a range of approaches to critical 
literacy and a range of specific foci, bas-reliefs depending on the context and the 
social agents involved. Chapter 6 identifies the approaches foregrounded by the 
teachers in this study and suggests some gaps in practice that may need to be 
addressed at institutional and policy levels. The next section reviews relevant 
literature relating to EAL/D learner positioning. 
2.4 POSITIONING EAL/D LEARNERS IN RELATION TO CRITICAL 
LITERACY: DIFFERENCE AND DEFICIT 
It is widely argued that critical literacy has certain benefits for often 
marginalised additional language learners (Clark, 1995; Janks, 1999; Wallace, 1992, 
1995; Wignell, 1995). Drawing on these learners’ perspectives and interpretations 
can reposition these students away from the edges of institutional learning (Moje, 
Young, Readence, & Moore, 2000). Fundamental to this discussion are concepts 
such as difference and deficit. Deficit refers to talk of student lack (Dooley, 2012) 
which is common among many teachers of culturally and linguistically diverse 
students (A. Luke, Cazden, et al. 2013), even among well-meaning teachers (Lam, 
2006) and those who have long challenged deficit discourses about EAL/D students 
(Dooley, 2012). A deficit discourse is grounded in cultural mismatch theory which 
“locates its explanation of the underperformance or underachievement of non-
dominant students in the nonalignment of the cultural practices of the home and 
school” (Gutierrez, Zitali Morales, & Martinez, 2009, p. 218). Attributing failure to 
individual students’ traits, including their cultural backgrounds and home languages, 
has led to labelling students as “at risk” and “low achievers” (Gutierrez et al., 2009) 
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and “problems” (Cummins, 2003; Guttierez & Orellana, 2006a, 2006b; Sharp, 2012). 
It assumes that access to and participation in high quality education programs is 
available for all, but that learners’ own characteristics and backgrounds preclude 
them from taking advantage of these (McLaughlin, 1994; Valencia, 1997). 
At the core of this problematic deficit view is a particular uptake of the notion 
of difference. Difference refers to biological and social variation among people 
including sex, gender, sexual orientation, race, ethnicity, (dis)ability, socio-economic 
status, geographical location and other large-scale demographic categories (Kalantzis 
& Cope, 2005). Difference is often a comparative term that uses dominant 
communities as the norm; the reference point for judging others. This approach to 
difference “highlights what students from non-dominant communities are not” 
(Gutierrez et al. 2009, p. 222). Student failure or struggle at school is therefore 
assigned to the fact that they are different from the dominant norm. Student 
characteristics are seen, in this view, as monolithic and not shifting, deficient, and 
dichotomous to education organised by dominant communities (Gutierrez et al. 
2009). 
When difference is viewed more delicately, an alternative view is possible. For 
Dooley (2008), difference includes interests, values, dispositions, sensibilities, 
perspectives, capabilities and preferences for making knowledge, and styles of 
thinking, communicating and relating with others (p. 105). As such, the particular 
mix of life world differences in any one person, regardless of whether they share the 
aforementioned general demographic categories with others, will be unique (Dooley, 
2008). An EAL/D student may be more different from another EAL/D learner than 
from a student who shares fully the language and culture of the dominant 
community. Also, differences such as these cannot be seen to be outside of, and 
dichotomous to, schooling. They arise from everyday social interaction (Dooley, 
2008), including classroom interaction.  
In reviewing international literature that reports on the ways in which literacy 
educators respond to the literacy practices of diverse learners, McLean, Boling, and 
Rowsell (2009) conclude that teachers “need to … value literacy learners’ funds of 
knowledge [emphasis added] and the ways in which they can inform literacy 
teaching [emphasis added]” (p.169). “Funds of knowledge” refers to the abundant 
knowledge diverse learners’ families possess, and which can be accessed through 
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social networks of exchange (Garcia, 2000; Moll, 1992; Moll & Gonzales, 2004). 
Similarly, the Australian curriculum maintains that EAL/D learners’ knowledge and 
experience should be viewed as resources that can inform other learners and the 
teaching of aspects of the curriculum: 
It is important to recognise that EAL/D students (and all students) 
bring a range of cultural and linguistic resources with them into 
Australian classrooms. These resources can be: 
 used to build EAL/D students’ English language learning and 
their curriculum content knowledge 
 shared in the classroom for the benefit of all students; when 
the curriculum directs teachers to consider cultural and 
linguistic knowledge and attitudes, teachers should look first to 
the students in their classrooms to make use of the cultural and 
linguistic resources already present. (ACARA, 2013b) 
This view represents a positive shift in the ways in which learner difference is 
viewed and has significant implications for practice and research into literacy 
teaching and learning in Australia. I explore this in relation to the data in Chapter 7. 
A growing body of empirical research into how teachers reverse the focus from 
the “EAL/D learner as problem” to the “curriculum and pedagogy as problem” is 
emerging. It demonstrates pedagogy that scaffolds students for intellectual 
engagement, taking into account their life world differences, rather than “mak[ing] 
[them] go away” (Gutierrez et al., 2009, p. 216). Comber and Kamler (2004) propose 
that such pedagogy can disrupt deficit discourses, into which generations of teachers 
have been inducted, but that this requires intellectual engagement by the teachers and 
recognition of teacher agency over extended periods of time.  
Similarly, Dooley (2012) argues that teachers need specific knowledge and 
dispositions to enable refugee-background students, who are often inadequately 
catered for in schooling, to engage intellectually in classrooms. Her study of teachers 
in an intensive English language high school and three mainstream high schools in 
Australia, found that teachers drew on two key pedagogic techniques to work 
equitably with their refugee-background students when undertaking intellectually 
demanding topics: “smart links” between the familiar and the unfamiliar; and “smart 
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paths” to what is valued in the school system. She contends that teachers require a 
disposition to create and enact these techniques. This disposition she labels as 
“positioning competence” – “a form of cultural capital that enables teachers to 
promote all students’ participation in the intellectual work of the classroom” (p. 11). 
Chapters 5 and 7 in this thesis identify the positioning competence of the teachers in 
this study.  
Miller (2009) also demonstrated pedagogy that shows this competence. Miller 
states that a “low comprehension and limited vocabulary cycle” is characteristic of 
refugee background learners with interrupted education. These learners “lack topic-
specific vocabularies of academic subjects, understandings of register and genre, 
cultural background knowledge and learning strategies to process content” (p. 573) 
Teachers are often unsure of how to break the above cycle as they don’t possess 
requisite language knowledge related to their content areas. These learners’ needs, 
therefore, are frequently not dealt with equitably and the learner remains “the 
problem”. In a project with 23 Year 8 refugee EAL/D Science students in Australia, 
Miller and other EAL/D teachers at the school developed activities and textbook 
support materials to scaffold complex scientific vocabulary learning for low literacy- 
background learners. The materials became part of the way the Science teacher 
taught Science, not as an add-on. The refugee learners’ needs, therefore, were 
positioned centrally to the lessons, not marginally. Research such as this is 
significant as it attends to a problem outlined by McBrien (2005), who found in a 
comprehensive analysis of the literature that “the literature on refugee children and 
adolescents does not specify ways to boost refugee students’ achievement in required 
school subjects” (p. 365). 
Since 2005, other literature that seeks to position EAL/D learners positively in 
relation to intellectual work is offered by Hammond (2006, 2008) and Gibbons 
(2008) in Australia. They document instances of high intellectual challenge 
accompanied by high support in classrooms to demonstrate how EAL/D learners can 
be “scaffolded up” to meet curriculum requirements, rather than dumbing down the 
curriculum. Both researchers identified that teachers are willing to engage high 
challenge pedagogical initiatives when support to do so is accessible. Support 
includes recognition of the significant role language and the teaching of language 
plays in higher order thinking/intellectual work in schools. Furthermore, Hammond 
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(2012) investigated to what extent and how EAL students, and the domains of 
knowledge required of mainstream teachers who work with such students, are 
positioned in the new Australian Curriculum: English. She concludes that within the 
constraints of a national curriculum there is considerable hope for EAL/D learners. 
The domains of knowledge required to teach them are covered substantially by the 
curriculum meaning EAL/D learners, who are not in the minority in many schools in 
Australia, are not altogether marginalised. Equitable access is only possible if there is 
a program characterised by high challenge and high support in the first place. 
Nevertheless, Hammond (2012) notes that two key challenges remain: (a) teachers 
need to provide the necessary support for students to ensure they have equitable 
access to high challenge programs across the various discipline areas they study; and 
(b) the domains of knowledge are only located primarily in the Australian 
Curriculum: English document. Other content areas do not attend to language and 
literacy development despite widespread acknowledgement of the role of language 
and literacy in all curriculum subjects.  
Lau’s (2013) year-long action research study of critical literacy with recently-
arrived immigrant English language learners (ELLs) in middle school in Ontario, 
Canada, also documents practice that positions ELLs as competent and that 
facilitates their gradual deployment of critical literacy skills. Based on the learners’ 
concerns about cultural adjustment and discrimination, Lau developed a four 
dimensional, integrated instructional model for critical literacy:  
1. Textual dimension or understanding the linguistic structures and 
multimodal design features, both dominant and alternative, of the text. Lau 
links this to Janks’ Access, Diversity and Design elements in her model.  
2. Personal dimension to encourage students to connect their own 
experiences and emotions to foster self-awareness through critical 
reflection and their own voice. Lau links this to Janks’ Diversity element. 
3. Critical dimension to examine social issues, similar to Janks’ Domination 
dimension. Lau’s critical dimension, though, intersects with the personal 
and textual dimensions above to “take into account the personal affective 
investments in textual receptions so that students ... have a better 
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understanding of how textual reproductions structure our likes and 
dislikes” (p. 9). 
4. Creative/Transformation dimension, likened to Janks’ Design and 
Diversity, encourages creative, transformative texts that challenge the 
social realities explored. The aim is to make students aware of how texts 
position learners through their constructedness, and to explore how 
perceptions are shaped at the aesthetic level. Lau sees this dimension 
intersecting with the critical, personal and textual outlined above. 
Lau was particularly interested in three aspects: the curricular choices, power 
relations and subjectivities the teachers and students could avail themselves of using 
the model; the obstacles or constraints the teachers and students faced using the 
model; and how, if at all, the students’ critical literacy was developed by the model. 
The findings showed that the teachers and students moved from being passive 
players to active agents in designing and engaging in learning in the classroom 
community. Also, the students took on social positions of agents of change by re-
imagining a school bullying incident, even if only on a personal level rather than 
societal. Drawing on Kamler’s (2001) work, Lau (2013) calls this a “momentary 
rupture in the deficit discourse of ELLs” (p. 22). Rather than seeing critical literacy 
as something that is delayed or introduced at a particular age or year level, that is, a 
linear view of literacy development, Lau concludes that teachers need to provide the 
social conditions for exploring literacy in all dimensions to gradually enable ELLs to 
become critical language users. This idea is explored in Chapter 7 where I analyse 
the teachers’ talk for the ways they position their learners – a part of the social 
conditions they create – for critical literacy work. Lau also suggests critical literacy 
should not be a purely intellectual exercise but also involve students on an emotional 
level, although the nature of this is not fully explained. Chapter 6 explores how one 
of the teachers in my study included an emotional element in her critical literacy 
lessons in order to explore the aesthetic features of texts that ultimately perform 
ideological work on the reader (Misson & Morgan, 2006). 
Similarly to Lau (2013), Sandretto (2011) contends that listening intently to 
students and engaging in dialogue is an essential tool for critical literacy pedagogy. 
This is because critical literacy aims to recognise difference and draw on students’ 
multiply-located and dynamic identities (Janks, 2010). Sandretto provides a 
42  Conceptualisation and enactment of critical literacy for senior high school EAL learners 
pedagogic model that includes a focus on genuine engagement with student thinking, 
affirming their membership in the critical literacy classroom community. Her model 
also provides an “audit tool for critical literacy pedagogy” (p. 232) which consists of 
seven focus areas and reflective prompts for teachers to ask themselves about each of 
the seven foci. The foci are: text selection, metalanguage, questioning texts (which 
includes asking questions about the readers’ background knowledge), using dialogue 
and productive forms of interaction, relating critical literacy to different curriculum 
areas, assessment and feedback, and finally student voice. Bloome (2001) also notes 
that quality interaction is a significant factor in ameliorating undemocratic 
boundaries on the construction of literacy in secondary classrooms.  
The literature surveyed in section 2.4 has reported on research that seeks to 
position EAL/D learners as capable and resourced people who require a curriculum 
and pedagogy designed for them. The final section reviews relevant literature that 
reports on how students experience and achieve in critical literacy.  
2.5 EAL/D STUDENT EXPERIENCE OF CRITICAL LITERACY 
Studies of student engagement with critical literacy are informative as the 
findings relate to pedagogy which is a key focus of this study. There is a growing 
body of literature that indicates positive outcomes for EAL/D learners when a critical 
approach to language study is used. Wallace (1992, 1995, 1999, 2003) has long 
documented successful language learning development as a result of pedagogy that 
draws on a critical framework with her EAL/D students in post-secondary school 
contexts in the United Kingdom. However, an important concept that has influenced 
teachers’ views of EAL/D learners’ experience of critical literacy is what Wallace 
(1995) calls “over-deference to text” due to different cultural ways of learning. 
Students from language backgrounds other than English, she suggests, may find it 
difficult not to position themselves alongside the ideological assumptions of the text, 
having experienced socialisation through another cultural and education system that 
actively requires and rewards memorisation and reproduction of culturally and 
historically endorsed texts and thought. To learn to challenge the ideological 
assumptions and propositional knowledge in texts requires explicit instruction and a 
process that takes into account language learning and acculturation (Clark, 1995; 
Wallace, 1995; Wignell, 1995). Locke and Cleary (2011) also found that students in 
their New Zealand study “were initially predisposed to accept the version of reality 
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presented to them in the text” (p.134) but that this changed during the intervention 
(see section 2.3). On the other hand, Wallace (1995) also notes that EAL/D students 
may in fact have an edge on mainstream students in responding to texts from world-
centred perspectives. She suggested they may have an “overhearer’s advantage” in 
not belonging to the intended readership of the text. From their outsider's position, 
they are not invited to collude or align themselves with the text’s presuppositions. 
With limited cultural inculcation, they are free to resist. The implications of this 
relate to the ways teachers position their learners for critical literacy from the outset, 
which I discuss in Chapter 7. 
Locke and Cleary’s (2011) study also found that despite struggling with the 
metalinguistic aspect of critical literacy, student achievement on assessment for the 
senior secondary school qualification improved as a result of critical literacy classes. 
Significantly, this study documents practice by a teacher who prioritised her diverse 
learners’ background knowledge, rather than curriculum content, as the starting point 
from which the unit activities developed. The students, however, were not intending 
to go on to tertiary study which possibly allowed the teacher, Allison, to be more 
flexible in designing her project-based intervention with her “less able” (Locke & 
Cleary, 2011, p. 123) learners. The teachers in my study, whose learners were almost 
all destined for some type of tertiary study – university or technical and further 
education – did not have that luxury, as shown in Chapter 5. 
Godley and Minnici (2008) also argue that critical language awareness is a 
valuable tool to disrupt traditional approaches of language teaching which can 
reproduce unjust views and structures rather than transform them. Their approach to 
critical literacy included analysis of the assumptions underpinning dominant standard 
variations of English and stigmatised dialects like African American Vernacular 
English (AAVE). They report that the 31 Year 10 students in their case study 
understood language variety issues, including the power issue, in ways more 
complex than previously reported, and that students held two conflicting views at the 
same time: that “proper English” is better than their own “slang”; but that their own 
dialect (AAVE) was just as good as any other. Godley and Minnici suggest that these 
two views are “incompatible” (2008, p. 339) and that this needs to be challenged. It 
is not clear from their report whether or not the students themselves saw switching 
between these two views as showing powerful agency on their own behalf, and astute 
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acknowledgement of the repertoire of language resources that they require to be 
professionally and economically successful (i.e., standard variations of English) as 
well as socially successful through AAVE. Rather than being “incompatible”, I 
suggest it might be efficacious to see these views (“proper English” versus “slang”) 
as necessarily co-existent, enabling learners to draw on them as required for their 
own purposes depending on the context (cf. Delpit, 1988). Godley and Minicci’s 
study, though, raises important issues for Australian teachers as we enter a new era 
with a national curriculum mandating SAE – a local, standardised version of the 
English language which, like all language varieties, will continue to evolve. Such 
language evolution does not happen organically in a vacuum but is directly relatable 
to decisions made within institutions of power, such as law and education.  
Three important issues that teachers who practice critical language pedagogy 
wrestle with are raised by Godley and Minicci (2008). These are: 
1. the privileged and therefore more powerful position of white teachers who 
teach students who are members of non-dominant language and culture 
groups (Delpit, 1988). Collins (2005) also raises this issue (see below); 
2. the often monolithic terminology around language varieties used by 
teachers which can in fact alienate students even further; and 
3. the need for an action dimension (cf. Glazier, 2007; Janks, 2010; W. 
Morgan, 1997) to enable students to challenge views of “standard” and 
“sub-standard” language varieties and influence change around them. 
These themes reflect the need for a Diversity approach to critical literacy, as 
noted by Janks (2000, 2010) and outlined in section 2.3. Using diversity as a key 
point of reference, teachers can, for example, draw on students’ home language and 
literacy practices to challenge the role of standardised variations of language as 
Godley and Minicci (2008) and de Gourville (2002) propose. Using a 
phenomenological research orientation, de Gourville (2002) investigated the “social 
and academic experiences of Liberian students adapting their cultural literacies to a 
United States urban high school” (p. 5). He argues for critical pedagogy as a viable 
alternative to a system that was failing such learners in their social and academic 
development. While my study did not directly involve students as participants, de 
Gourville’s study is of particular relevance to the Queensland context as many high 
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schools are populated with students of African origin – mainly from Sudan, Burundi, 
Somalia and Liberia. De Gourville goes so far as to suggest that the cultural and 
functional “received” notions of literacy education that characterised EAL/D 
instruction in his study are the very conditions that are preventing low-level literacy 
EAL/D learners from achieving literacy development in schools. However, as 
revealed in Chapter 6, the teachers in this study found that drawing on students’ 
home languages and literacy practices to challenge the role of standardised variations 
of language was not a feature of their work due to the priority afforded to other areas 
such as Access, and curricular insistence on SAE. As these studies suggest, the issue 
of generating a productive tension between the four dimensions of critical literacy – 
Domination (deconstruction), Access, Diversity and Design (Janks, 2000, 2010) is 
challenging and highly contextual. 
Harison’s (2008) study of low-level literacy adult refugee-background learners 
in New Zealand highlights the challenges teachers face in striking a balance between 
Janks’ four elements. Her study of 15 adult students in an English for Academic 
Purposes (EAP) program and the critical literacy exercises they were asked to 
complete by their English language teachers revealed a heavy bias toward 
deconstruction at the expense of design. She concluded that  
teachers need to be careful about what messages we convey by pursuing the 
theme of deconstruction too strongly. I believe that EAL/D students have a 
feel for the issues that threaten them through learning English, and that it is 
more important and more logical for the native speaking teacher to have her 
consciousness raised so that she is equipped to recognize and provide for the 
learners’ need to negotiate a place for powerful incoming discourses, and to 
recognize and work with the essentially creative concept of redesigning 
texts. (p.107) 
Harison’s study highlights the need to provide pedagogy that foregrounds 
visual and multimodal resources, and helps students to realise their own interests, 
purposes, and intentions as sign makers in particular contexts (Jewitt, 2008). Design 
also reflects more accurately than the dominant written mode, the contemporary 
communicational landscape beyond the classroom (Kalantzis & Cope, 2012). 
Harison (2008) notes that a design approach “shifts the emphasis from a focus on the 
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restraining/constraining and oppressive potential of language to its productive, 
creative and innovative potential as a meaning-making system” (p. 102). 
A decade earlier, in her study of postgraduate student identities, Janks (1999) 
noted the difficulty of creating reconstructed human subjects – the transformative 
goal of critical language pedagogy – simply on the basis of deconstructing language 
within the four walls of a classroom. The equation is clearly not so simple. Janks 
(1997) suggests such classrooms can provide the “seeds of transformative 
possibilities” (p. 339) thus opening up discursive space for greater agency and action. 
Morgan and Ramanathan (2005) also see the creation of space as the preferred aim of 
critical literacy, where negotiating pedagogical priorities is the norm, rather than 
determining if or how that agency will manifest. The question, then, remains: how do 
different teachers, in different times and places, create such space in critical literacy 
classrooms within the constraints of institutional practice and affordances of 
education? 
One example lies in a study by Collins. In Western Australia, Collins (2005) 
undertook a reflective study of her own teaching of critical literacy, as a non-
Indigenous teacher in an Aboriginal community, to investigate its potential for 
student “empowerment”. The program Collins developed for her Year 10 English 
students was theoretically based in the work of Giroux (1992, 1995) and McLaren 
(1995) among others. As such, it took a radical critical pedagogy approach that is 
overtly interested in issues of power and its material effects. The program focused on 
issues of race and how race is represented in school-based texts such as novels and in 
their own lives. She concludes that while the empowering moments remained largely 
confined to classroom reflection, her learners felt safe to take risks to voice their own 
interrogations of racialised power relations in their community and country. They 
learned about, and challenged, dominant ideologies that disempower Indigenous 
people in Australia. Furthermore, in light of this knowledge, they discussed ways to 
become more powerful themselves outside the classroom. The “seeds of 
transformative possibility” (Janks, 1997, p. 339) had been planted.  
A further largely unexplored question, in times of increasing assessment 
standardisation in Australia, relates to assessing EAL/D learners’ critical knowledge 
through writing. Allison (2011) argues that the version of critical literacy encouraged 
by mainstream Queensland syllabus documents at the time of her study (2008), 
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disadvantaged EAL/D learners in two ways: first, she suggests it privileged Western 
forms of written discourse, thereby disregarding diversity of response, a tenet of 
critical pedagogy. Second, it failed to take into account the written language capacity 
of EAL/D learners to respond within this standard “essayist literacy” (Scollon & 
Scollon, 1981) style.  Like Edelsky (2006) and Gee (1990), Allison claims that such 
application only works in the interest of those who have English as their first 
language and who are skilled in writing as a mechanism of formal schooling. In her 
study, Allison examined the topical structures in the critical expositions of six Year 
11 students at a private girls’ school. The EAL/D students were described as 
“advanced learners of English” at Bandscales level 6 (McKay et al., 2007) and 
beyond, which is considered an age-appropriate level for engaging in critical literacy. 
They were taught using the English Senior Syllabus (QBSSSS, 2002) guidelines. The 
scripts were produced under test conditions (following one day’s notice) relating to 
the literature-based topic: “Our Australian stories: raising consciousness”. Responses 
were written by both native speakers (NS) and non-native speakers (NNS) and were 
awarded, by their teachers, either a grade of A or C. Only the NS texts were awarded 
a grade of A. The NNS texts were awarded Cs. The texts were compared using 
topical structure analysis (Lautimatti, 1987) for the ways in which the topics were 
developed and manipulated by the students throughout their essays in order to create 
a cohesive conceptual network within the text. Her findings were that the NNS texts 
did not have as much topical depth (i.e., knowledge of content) and lacked varied 
topical development stemming from the main discourse topic, when compared with 
the NS student texts. They were judged by the teachers as insufficiently accurate, 
formal, linear and complex. Allison calls for research that identifies pedagogy that 
can enable EAL/D learners to achieve greater levels of sophistication in their written 
critical responses.  
Teachers of senior English today have more choice about the types of texts 
they study and the types of assessment they create. Equally, all students need to learn 
mastery of such dominant genres in order to access the “codes of power” (Delpit, 
1988; Janks, 2010). Nonetheless, Allison’s (2011) finding is significant as it provides 
substantial empirical evidence of the discriminatory outcomes for EAL/D learners of 
interpreting literacy models and designing assessment tasks in particular ways in 
certain school contexts. It has implications for how syllabuses are enacted, if 
48  Conceptualisation and enactment of critical literacy for senior high school EAL learners 
syllabuses such as the English Senior Syllabus 2002 (QBSSSS, 2002) and pedagogy 
were found to be failing even advanced learners of English as an additional 
language. It has implications for how future specialised EAL/D syllabuses are 
constructed and how SAE is defined in those syllabuses. As Hinkel (2002) notes, 
learning a language is more than learning sentence-level knowledge; it is a 
“culturally-defined linguistic milieu” (p. 19). Finally, it highlights the need for 
evidence of pedagogy that enables EAL/D learners to master the language resources 
used in written, critical literacy assessment items. My study provides some examples 
of such pedagogy. 
2.6 CHAPTER SUMMARY 
This chapter reviewed empirical studies of teachers’ understandings and 
practice of critical literacy with EAL/D learners in high schools. It presented a 
review of the literature on effective practice of critical literacy, as proposed by 
various models. Literature on deficit, difference and positioning EAL/D learners for 
intellectual engagement with critical literacy was also reviewed. Finally, the chapter 
presented a review of literature that examines student engagement with critical 
literacy. While the literature on critical literacy is substantial, there is limited 
literature reporting on empirical research into teaching critical literacy with culturally 
and linguistically diverse adolescents in the compulsory Australian senior schooling 
sector. In addition, much of the literature documents interventions by researchers and 
teachers using action research models. This present study documents the work of 
everyday teachers enacting everyday curriculum. It is to these gaps in the literature 
that this study has contributed.  
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Chapter 3: Theoretical Framework 
Chapter 1 outlined the problem and the significance of the research focus. It 
will be recalled that the problem this study seeks to address is the configurations and 
contested meanings of critical literacy among teachers of EAL/D in the context of 
ongoing media debates about the “literacy wars” and often contradictory policy 
documents produced since 2002. Chapter 2 critiqued empirical literature on critical 
literacy in English language teaching. It was revealed that critical literacy in the field 
of EAL/D teaching is not new conceptually but has been contested within the 
teaching of English to speakers of other languages, and has been enacted in varying 
ways depending on context. Additionally, it showed that research into critical literacy 
with senior high school EAL/D learners is limited, especially in Australia.  
The purpose of this chapter (Chapter 3) is to locate the study in the theoretical 
field in which it belongs. A subsequent aim, in later chapters, is to utilise this 
theoretical framework to determine the critical orientation of the ESL teachers in this 
study (through the discourses in their talk and their pedagogy) as related to the 
critical dimension in official EAL/D curricula.  
This chapter is divided into four parts. Section 3.1 provides an overview of the 
concept of language as social practice. This reflects recent thinking on language and 
literacy that provides the contextual frame for this study. The notion of multi-
literacies (Cazden et al., 1996; Cope & Kalantzis, 2000; Unsworth, 2001) is also 
discussed in this section as an example of current conceptions of language practice 
and also as an influence on the production of English syllabuses in Queensland (as 
outlined in Chapter 1). 
In section 3.2, Fairclough’s (1989, 1995, 2001b, 2003) development of these 
concepts in his theorised methods which draws on critical theory is discussed in 
detail. This is important for the research questions in this study. Fairclough develops 
Foucault’s (1972) “intermediate notion” (Lemke, 1995, p. 28) of discursive 
formation through which text or utterance can be connected to larger social systems, 
and through which language can be seen as social practice rather than individual 
activity, and discourse as invested with, and in, ideology and power relations. This 
understanding is systematised in the approach to language analysis known as Critical 
50  Conceptualisation and enactment of critical literacy for senior high school EAL learners 
Discourse Analysis (Fairclough, 1989, 1995, 2003). This is the analytic framework 
chosen for the exploration of the discourses in the documents, teacher talk and 
teacher practice that are investigated in this project. Fairclough’s (1989, 2001c, 
2003) theoretical model of discourse analysis of text that is used in this study is 
justified and explained in this section. Section 3.3 outlines Systemic Functional 
Linguistics (SFL) and the way it is mobilised within Fairclough’s CDA method.  
3.1 BROAD THEORETICAL FRAMING OF LANGUAGE AS SOCIAL 
PRACTICE 
This section of the chapter expounds language as social practice that 
underscores the theoretical position of this research project and the understandings 
and practice of critical literacy investigated in this study. By “social practice”, 
Fairclough (2001c) means “a relatively stabilised form of social activity (examples 
would be classroom teaching, television news, family meals, and medical 
consultations)” (p. 231). Language is central to social practices, within contexts and 
situations, and operates for social purposes rather than as a purely cognitive or 
psycholinguistic activity. Language is understood to be a social phenomenon that 
reflects, constructs and constrains meaning. As such, language is seen as a powerful 
social semiotic for the construction of particular versions of “reality” (Cairney, 1995; 
Fairclough, 1989, 1992, 1995, 2003; Gee, 1990, 1997; Lankshear, Gee, Knobel, & 
Searle, 1997; Lemke, 1995; A. Luke, 1995b; A. Luke & Walton, 1991). Researchers 
working from a critical perspective (Elkins & Luke, 1999; Fairclough, 2003; Norton, 
2000; Pennycook, 1999, 2001b; Ramanathan & Morgan, 2007; Toohey, 2000) have 
identified ways in which language is implicated in the construction of particular 
meanings which involve particular value systems and presuppositions. They 
emphasise the fact that language is ideological, not neutral, and that language plays a 
key part in the workings of power relations in society, including within schools and 
classrooms. 
This view of language as invested social practice stems from sociologically 
informed theories of language such as those offered by the Frankfurt School of 
theorists, and Foucault (1972). Such theorists subscribe to the view that rather than 
being objective and universal, “reality” is produced through representations that are 
never neutral but constructed in particular ways with certain power investments. 
Language and cultural and social processes are seen to be co-constituitive. In 
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advocating a social view of language and literacy development, these theorists offer 
three recurring main arguments: 
1. Literacy as social practice is interwoven with other institutional practices 
(Gee, 1990; Lankshear et al. 1997; A. Luke, 1996), for example, pedagogy 
in classrooms. 
2. Language is multiply interpreted or polysemic (Gee, 1990; A. Luke, 
1995b). 
3. We acquire literacy as a competence by being apprenticed into ways of 
doing language and literacy by belonging to certain social institutions 
(Gee, 1990; A. Luke, 1996). 
This social view does not discount the cognitive and semiotic processes involved 
with reading and writing. Rather, it  
is recognition that literacy practices deemed basic, functional, or of a higher-
order—or that stand as emblematic of nation or ethnicity—are at root social 
arrangements, embedded in and constitutive of issues relating to unequal 
distributions of power within communities and institutions. (Morgan & 
Ramanathan, 2005, p. 151) 
In sum, language as social practice means that language is interrelated with 
other dimensions of social life, for example, educational systems and conventions, 
and classroom routines. Language can be used in a range of ways to create and 
represent ideas, identities and positions, and it is open to multiple interpretations. It is 
imbued with power. The ways we use language, and the ways we are taught to use 
language (through literacy instruction), are subject to the influence of particular 
social structures in time and space. The ways we use language can, in turn, influence 
these social structures. 
3.2 FAIRCLOUGH’S CRITICAL DISCOURSE ANALYSIS APPROACH 
This study draws on Critical Discourse Analysis (CDA) (Fairclough, 2001b, 
2003) as a theorised method that employs Systemic Functional Linguistics (SFL) 
(Halliday, 1978, 1994) which is explained in section 3.3. They have in common the 
view that language is social practice outlined in section 3.1. The work of Foucault 
(1972), who notably linked the notion of text to broader social structures, is taken up 
by post-structural discourse analysts “who often make very large claims about the 
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effects of language and discourse without the tools to analyse the micro actions of 
language” (Pennycook, 2001b, p. 109). In pursuit of such tools, Fairclough (1989, 
1995, 2003) developed a theorised method for discourse analysis based on the 
intricate workings of language at the micro-linguistic level that would allow claims 
to be substantiated.  
Fairclough’s (1995, 2001b, 2003) model of CDA draws on the work of critical 
theorists from the Frankfurt School, for example Habermas (1970, 1971, 1974, 1989, 
as well as Althusser (1971) and Gramsci (1971). The epistemological position of 
critical theory is that human beings are oppressed by ideologies that are implicit in 
cultural practice, rather than static “world views”, extraneous to human activity 
(Gramsci, 1971). It takes “a pejorative view of ideology (seeing it) as a means 
through which social relations of power are reproduced” (Fairclough, 1995, p. 16). 
Particular representations and constructions of things in the world (such as literacy) 
are, in Fairclough’s view, instrumental in reproducing domination and they call for 
probing and critique. Discursive events such as teaching in schools, like all 
discursive events, work ideologically in that they contribute to the reproduction of 
relations of power. Reproduction though, Fairclough (1995) warns, should not be 
seen as deterministic in its workings but as a domain of struggle and critique itself.  
Critical theory also posits that ideological oppression is unnecessary if these 
belief systems are made explicit. Making the unconscious explicit thus enables 
individuals to create alternatives through reflexive and social action (Habermas, 
1970, 1971, 1974, 1989). Ideology is a conception of the world manifest in human 
activity (for example, language policy production, or language use in classrooms) 
that becomes naturalised, automatised or assumes the status of common sense 
(Fairclough, 1995, p. 76). Ideologies, therefore, are not just ideas but are instantiated 
as social practices in social institutions (Althusser, 1971). Fairclough (2003) cautions 
that ideology, especially as revealed through the analysis of assumptions in texts 
(e.g., transcripts of interviews with teachers), needs to be framed within wider 
analysis of social structures of which material structures are a part (e.g., education 
systems and schools). In doing so, Fairclough provides a link between critical theory 
and the notion of ideology that contrasts with earlier descriptive views of ideology 
(i.e., attitudes and beliefs without regard for context and relations of power). 
Fairclough (2001b, 2003) takes a critical view of ideology and sees it as a modality 
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of power. Therefore, Fairclough’s framework provides a way of investigating 
ideology as it is played out in language within actual practices in social institutions. 
Examining social institutions like education is one avenue for such critical inquiry. In 
this project, I use Fairclough’s framework to examine the ways teachers of EAL/D 
learners construct and enact critical literacy with their EAL/D learners who are often 
marginalised by constructions and representations of literacy (see Chapter 2). A 
critical inquiry approach enables an understanding of the broader social context in 
which the teachers are also positioned in particular ways, and to potentially address 
issues of social justice. 
Discourse, a term that is central to this study, has been variously defined by 
sociologists, linguists and sociolinguists. In this study, discourse is broadly located 
within a Foucauldian (1972) view of text. Foucault (1972) offers a three-dimensional 
view of discourse: all actual utterances or texts; specific formations or fields (for 
example, medical and judicial); and the socio-political structures that create the 
conditions governing particular utterances or texts. In taking up Foucault’s notion of 
the “conditions of possibility” for particular discourses (Foucault focused on certain 
discourses such as medical and economic – see 1972), Fairclough (2003) has 
developed a framework and a method of analysis to demonstrate how all discourses, 
such as classroom talk and media discourse, are instantiated through language and 
also, subsequently, material effects. In this way, Fairclough’s (2003) Textually 
Oriented Discourse Analysis (TODA) draws on Foucault’s interest in “discursive 
formations”, or in other words the “systems of rules that make it possible for certain 
statements but not others to occur at particular times, places and institutional 
locations” (Fairclough, 1992, p. 40).  
Fairclough (2001a, 2003) argues that discourses are whole fields or domains 
within which language is used in particular ways. Texts are therefore generated by 
discursive formations, each with particular ideologies and ways of producing and 
distributing power. This allows Fairclough to focus on the text, spoken or written, as 
a property of any given discourse and therefore considers it open to analysis. He 
assumes that language is “dialectically interconnected” with other parts of social life 
so that any social analysis must take language into account. He also concedes that the 
study of language alone is insufficient but that language, once described, needs to be 
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interpreted as the product of the process of production, and finally explained in terms 
of its relationship with the social context. Figure 3.1 illustrates this relationship. 
 
 
Figure 3.1. Discourse as text, interaction and context (Fairclough, 2001b, p. 21). 
Fairclough’s (2003) framework draws on, but is not limited to, Foucault’s (1972) 
understanding of discourse as systems of knowledge. Fairclough (1995) refers 
generally to discourse as the “use of language seen as a form of social practice” (p. 73). 
Language, in this framework, is inextricably linked to social relations, identities and 
processes that systematically determine variations in discourse properties. Discourse is 
understood to be shaped by social and institutional structures and also to be a 
contributing factor in the ongoing shaping and reshaping of these structures, in 
reproducing or transforming them. Discourses are understood to overlap and compete 
for positioning within institutional practices. In this model, then, discourse is more 
than the one-dimensional notion posited by non-critical approaches to linguistics – that 
of extended pieces of text or text structure above the sentence (Sinclair & Coulthard, 
1975). Rather, it is a three-dimensional macro to micro conception consisting of: (a) a 
language text; (b) discourse practice (the process of the production of the text and its 
interpretation); and (c) socio-cultural practice (the text at work in aspects of context: 
the immediate situation, the institution in which it appears and broader society). As 
such, discourse is implicated in a material form of ideology and is invested by ideology 
at various levels (Fairclough, 1995).  
Table 3.1 shows how Kettle (2007) has interpreted Fairclough’s relational/ 
dialectical model that links texts, social practice and social structures (Chouliaraki & 
Fairclough, 1999; Fairclough, 2003), and how this relates to my study. Kettle’s 
mapping of relations is useful as it shows how social events at the micro-level of 
       Text 
 
Context – social conditions of production and of 
interpretation     
  
Interaction – process of production and 
interpretation 
Text 
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language utterance (written and spoken text) are connected with broader institutional 
structures.  
Table 3.1 
Fairclough’s Three Level Macro-Micro Method of Analysing Text (the Micro) Within Social 
Structures (the Macro) 
 
Fairclough’s early formulation of critical literacy, Language and Power (1989, 
2001b), is further developed in his most recent work, Analysing Discourse and Text: 
Textual Analysis for Social Research (2003). As mentioned earlier, Fairclough (2001b, 
2003) argues that the conception of language required for analysing language is one 
which situates it firmly with the social realm of activity, for example, teaching. His 
overarching thesis is that language is not arbitrary, but is determined by social 
conditions and in turn influences social conditions. In presenting this theoretical 
position for language study, he expounds four major themes which I present in the 
following subsections: language and discourse as social practice; orders of discourse; 
social structures and the way they determine discourse via relations of power; and the 
notion of a dialectic relationship between discourse and social structures.  
3.2.1 Language and discourse as social practice 
Discourse as social practice implies three key propositions: 
The social Discourse elements 
Social structures Societal and institutional structures (includes language 
as a structure) 
Social order Order of discourse (networks of social practices, e.g., 
within education institutions)  
Explanation (theoretical perspective) = macro 
Social practice 
Elements include activities, subjects and 
social relations, objects, spaces, time and 
place, values, language (discourse) 
e.g., classroom teaching 
Discourse: from social to linguistic 
 ways of acting and interacting (genres) 
 ways of representing (discourses) 
 ways of being and identifying (styles) 
Interpretation (interdiscursive analysis) = meso 
Social event 
Causally shaped by networks of social 
practices 
Text (e.g., teacher talk in class; teacher interview; lesson 
plan; policy document)  
Lexical and grammatical resources in realisation of 
genres, discourses and styles 
Description (text/linguistic analysis) = micro 
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1. Language is part of society not external to it. In developing this premise, 
Fairclough argues that language use is socially determined and has social 
effects. A cause and effect relationship exists between language use and 
society. Language is subject to conventions of use in any society, and is 
used in particular ways to maintain or alter relationships of power.  
2. Language is a social process. Fairclough suggests this is best illustrated by 
differentiating “text” from discourse. Fairclough draws on Halliday’s 
(1994) understanding of text – a product of social interaction – to define 
discourse as the whole process of social interaction of which text is one 
part. In Fairclough’s view, text is both the product of the process of 
production and a resource for the process of interpretation. Text analysis is 
only part of discourse analysis, hence the need for analysis of the 
productive and interpretive processes within the contexts in which texts 
emerge. Additionally, Fairclough (2003) claims that both the production 
and interpretation of any text involves the complex interplay between 
properties of texts (features) and the member resources of both the text 
producer and the text interpreter, that is, the experiences, beliefs and 
assumptions each brings to the process. This leads to Fairclough’s third 
key proposition: 
3. Language is social practice conditioned by non-linguistic aspects of 
society. While producers and interpreters of language draw on their 
member resources (MR) that are cognitive in nature, these resources are 
social in origin, for example, shared cultural values or assumptions. These 
resources are socially produced and then made available for use in 
producing and interpreting texts. Moreover, the conditions of use of these 
MR are also socially determined at the immediate situational level as well 
as at institutional and societal levels.  
Thus far, Fairclough’s (2003) view of language and discourse as social practice 
is that: 
 a cause–effect relationship exists between language use and society, for 
instance, teacher talk is subject to conventions among teachers and is used 
in ways to sustain or shift power; 
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 text and discourse differ where discourse is the whole process of social 
interaction of which text is one part. This necessitates taking into account 
broader contextual factors surrounding the text (e.g., syllabus guidelines to 
which teachers must adhere) and the processes of interpreting a text (e.g., 
student uptake of teacher talk); and 
 producers and interpreters of texts draw on MR that are socially produced, 
such as shared cultural values, and are used in making sense of texts, such 
as teacher talk. The conditions of use of these MR are determined by what 
goes on at immediate situational levels as well as institutional and society 
levels.  
My study incorporates these three elements by interpreting the teachers’ 
interview statements and classroom talk in relation to other texts that impinge on 
their work (e.g., syllabuses) and in relation to the institutional conditions within 
which they teach. 
The next subsection outlines Fairclough’s supposition regarding the way in 
which actual discourse (i.e., the whole process of social interaction of which text is 
one part) is determined by deep-seated social conventions as part of the social 
conditions in which discourse occurs. 
3.2.2 Orders of discourse 
In elaborating his theoretical framework for language as social practice, 
Fairclough emphasises that discourse and practice (both specific action and usual 
conventions) are constrained by interdependent networks or clusters of social 
conventions, which Fairclough (2001, 2003) calls orders of discourse, a term used by 
Foucault (1971). These networks operate at the institutional level in terms of specific 
structuring of social spaces into discourse types, for example, within a specific 
school, and at the societal level with respect to more general structures of social 
space into various domains such as education or health. Fairclough (2003) suggests 
that institutions structure constituent discourses in particular ways and that societal 
orders of discourse also position the discourses of various social institutions. In 
suggesting so, Fairclough introduces the proposition that these clusters or networks 
embody particular ideologies. Recall that ideology, in Fairclough’s view, is based on 
Gramsci’s (1971) conception of ideology or “implicit philosophy in [not separate 
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from] the practical activities of social life” (Fairclough, 1989, p. 84). Fairclough 
demonstrates how discourses are structured “in order” and how they change over 
time by linking discourses to the idea of relationships of power. Power, in this 
framework, refers to the capacity to control orders of discourse especially the means 
to exercise ideological control to achieve internal discursive harmony. The analysis 
of teacher talk and practice in this study will reveal the capacity teachers have to 
influence the orders of discourse in their everyday language teaching. 
In explaining discourse, Fairclough introduces the cautionary note that while 
discourse draws upon discourse types, the relationship between the two is not 
mechanical or a mere matter of unidirectional implementation. Conventions are 
needed in order to be able to engage in discourse but a particular discourse may draw 
on two or more types in creative and innumerable ways. Drawing on a single 
discourse type, then, is limiting rather than the norm (Fairclough, 1995, 2001b, 
2003). 
In the assertions presented above, Fairclough (1995, 2001b, 2003) begins to 
make the connection between discourse and power – a relationship that is central to 
this view of language. The following subsection, 3.2.3, details how Fairclough 
perceives the way in which social structures (at institutional and societal levels) 
determine discourse via relationships of power. Subsection 3.2.4 deals with the 
reciprocal, co-constituitive relationship in which discourse in turn affects social 
structures. The role of social struggle in how power is played out in discourse is 
discussed in subsection 3.2.5. 
3.2.3 Social structures and the way they determine discourse via relations of 
power 
While Fairclough (2001b, 2003) acknowledges the influence of social variables 
such as gender, age and race on relationships of power, his chief interest is in the role 
of social class relations in determining discourse. This demonstrates the neo-Marxist 
tradition on which Fairclough bases much of his thinking. The basic assumption 
behind this aspect of the theoretical framework is that institutional practices embody 
assumptions which legitimise existing power relations. The notion of power 
presented earlier – the capacity to control orders of discourse, especially the means to 
exercise ideological control – is further expanded in terms of ideological power or 
the ability to project one’s own practices as widespread or common sense. In 
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exploring this aspect of power, Fairclough (2001b) suggests two further dimensions 
to how this power operates: as coercion or as consent (cf. Gramsci, 1971). In 21st 
century capitalist society, a high degree of integration of social institutions exists in 
order to maintain class domination, for example, between economic, educational and 
legal domains. Fairclough maintains that there is a corresponding high degree of 
ideological integration between institutional orders of discourse and societal orders 
of discourse. The way in which this is achieved in contemporary capitalism is via 
consent – the process of integrating people into the apparatus of control of which 
they then come to feel an integral part. 
3.2.4 Dialectical relationship between discourse and social structures 
As signalled earlier, Fairclough (2001b, 2003) calls attention to the dialectic 
that he perceives exists between language and the social context – that the 
relationship between social structures and discourses is not a one-way process. 
Discourses also affect social structures either in terms of aiding and abetting 
continuity or generating change. Language therefore is not just a reflection of reality 
but is also a contributing factor to its ongoing shaping. Social structures in this 
framework are seen to determine discourse and are also products of discourses.  
To illustrate the above point, Fairclough’s (2003) example of the school is 
useful in terms of this study. A school is a social institution with social structure and 
a social order. It has an order of discourse which configures its social space into 
distinct situations where discourse occurs (e.g., lessons in classrooms, assembly, staff 
meetings). It has a set of approved purposes for discourses, certain discourse types 
which are drawn on regularly, and sets of recognised social roles or subject positions 
(what people do in different roles in terms of rights and obligations). According to 
Fairclough, social structures determine actual discourses via a range of conventions, 
and in occupying certain subject positions, teachers and students reproduce these 
discourses. However, in furthering his explication of the dialectic nature of the 
discourse/social structure relationship, Fairclough also emphasises that while we are 
constrained by our subject positions, we are also enabled by them. Structures may be 
reproduced or modified, maintained or transformed by discourses. This is useful for 
my study as I am interested in what subject positions the teachers occupy in 
articulating critical literacy and enacting the critical literacy component of the 
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syllabus they work from (see Chapters 5 and 6), and what subject positions they cast 
their students in, in relation to critical literacy (see Chapter 7). 
Thus far, the preceding subsection has discussed the chief claims underpinning 
Fairclough’s (2003) perception of how discourse operates co-constituitively as social 
practice. Fairclough’s model also further develops two major aspects of the above 
language and power relationship: power in and power behind discourse. Power in 
discourse refers to actual discourse between people as a place where relations of 
power are exercised and enacted. Power behind discourse denotes how orders of 
discourse, as dimensions of the social order, are themselves shaped by power relation 
An example of power behind discourse is the fact that standardised versions of 
language are tied to much wider processes of economic, political and cultural 
unification (Fairclough, 2001b). 
In terms of power in discourse, Fairclough (2001b) asserts that three types of 
constraints impact on the contributions of non-powerful participants in any given 
discourse:  
1. constraints on contents – on what is actually said and done (e.g., by 
teachers and students in classrooms); 
2. constraints on relations – on social relations entered into in discourse (e.g., 
superior, subordinate, equal relationships between teachers and students); 
and 
3. constraints on subjects – on subject positions occupied (the rights and 
obligations exercised by teachers and students). 
Fairclough (2001b) argues that such constraints give rise to particular linguistic 
forms, thereby developing his link between actual language use, discourse and 
power. Fairclough’s connection between language and power is made more 
comprehensive in his discussion of how power can be hidden in face-to-face 
discourse. While making a request using the interrogative verb mood may seem 
innocuous, the right to make the request derives from having power. Similarly, 
causal relationships can be obscured through using nominalisation whereby the 
effects are emphasised rather than the process of doing. Agency can be disguised 
through favouring certain wordings over others (e.g., passive voice over active voice) 
to represent events, ideas or people in particular, obfuscating ways.  
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In terms of this study in this discourse site, I use the concept of power in 
discourse in Chapter 5 when exploring how education policy represents critical 
literacy and how teachers represent it in their classroom interactions; in Chapter 6 
when analysing how the teachers conceive of and enact critical literacy in their 
interview talk and classroom practice; and in Chapter 7 when I analyse the particular 
subject positions the teachers afford their learners. 
Power behind discourse relates to the power behind the social order of actual 
discourse, for example, ascribing status to one language variety over another, for 
example, standard English is more prestigious than other varieties not through any 
inherent quality but because it historically has been attributed powerful positioning. 
Power also exists behind certain discourse types, for example, medical examinations, 
legal encounters, police interviews. The properties of these discourse types, 
Fairclough (2001b) argues, are imposed on all who participate in them. Here, 
Fairclough seems to be suggesting that these discourse types themselves possess a 
form of inflexibility as an effect of power behind the social order. They are less fluid 
or negotiable than other discourse types because they are often highly routinised and 
technical, prohibiting access without the “correct” knowledge, and have been 
attributed power historically; for example, the national curriculum body’s insistence 
on the use of Standard Australian English (ACARA, 2012, 2013b). It is significant to 
note here that attempts to keep critical literacy, as a discourse itself, from becoming 
formulaic (cf. A. Luke, 2012; B. Morgan & Ramanathan, 2005), are perhaps attempts 
to abate the potential power behind it. By actively encouraging teachers to create 
localised critical language agendas and practices, the critical enterprise endeavours to 
prevent itself from becoming another controlling educational discourse with inherent 
constraints. 
Access to discourse and discourse types is another significant supposition dealt 
with by Fairclough (1989, 2001). He notes that power behind discourse also includes 
questions of access to discourse and that constraints on access to discourse types 
exist, for example, entry to religious organisations. One of these constraints on 
access is manifest in formality, “a common property in many societies of practices 
and discourses of high social prestige and restricted access” (Fairclough, 2001b, 
p. 54). Constraints on contents, relations and subject positions are accentuated in 
formal contexts (such as compulsory education) where there are strong constraints on 
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contents or topics for discussion and fixed routines for interaction. Where social 
relations are marked by attendance to position and face, explicit social distance and 
excessive politeness serve to reproduce power relations where rigidly defined subject 
positions operate. Therefore, constraints on language forms are seen to appear in 
these formal discourse types as an effect of power behind the social order. Levels of 
structuring of language in these formal situations exceed that of less formal 
situations, for example, attention to correct grammar and vocabulary. In doing so, 
access is restricted to the discourse types that demand formality and to the people 
who are able to employ such discourse types. 
3.2.5 Power and social struggle 
Fairclough (2001) also adds the proviso that neither power in or behind 
discourse is a permanent or unquestionable characteristic of any person or group. 
Social struggle plays an important part in determining how power is played out. 
Power is, at all times and at each level (situational, institutional and societal), “won, 
exercised, sustained and lost in the course of social struggle” (Fairclough, 2001b, 
p. 57). In contemporary society, there is a tendency to flout or at least modify 
formality (as an expression of power) and seek more egalitarian forms of power 
relationships or indeed to find less direct ways of exercising power; yet power 
inequalities still exist. The capacity to choose the extent of power expressed in a 
situation is a dimension of power in discourse.  
Social struggles over discourse can be brought into closer view, Fairclough 
(2001) suggests, by using a broad framework linking the three types of constraints 
(discussed earlier) and their social effects. Table 3.2 illustrates the constraints on 
discourse and their social effects using my study as an example. 
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Table 3.2 
Constraints on Discourse and Social Effects (Fairclough, 1989, p. 74; 2001) in this Study 
Constraints on discourse  Structural effects 
Contents e.g., Critical literacy for 
EAL/D learners 
Knowledge and beliefs about 
critical literacy for EAL/D learners 
Relations Between policy-makers 
and teachers; between 
students and teachers 
Social relationships based on 
mobilisation or otherwise of critical 
literacy with EAL/D learners 
Subjects Teachers and students Social identities produced as a 
result of the particular ways critical 
literacy is understood and taught, 
and the ways EAL/D learners are 
understood 
 
These three intersecting constraints on discourse are thus viewed as possibly having 
long-term structural effects. Discourse is an important focal point as discourse is part 
of social practice and contributes to social structures being reproduced or challenged 
as the case may be over time.  
In employing the above framework and understandings of discourse, ideology 
and power, it will be possible in this study to: (a) identify the range of discourses 
evident in the data collected from syllabus documents, teacher talk and classroom 
interaction; (b) suggest ways that these discursive formations convey what is valued 
(W. Morgan, 1997) in terms of teaching critical literacy with EAL/D learners in high 
schools; and (c) suggest how these discourses are shaping and are being shaped by 
social relations and processes in the educational context studied.  
Section 3.2 has outlined the key concepts presented by Fairclough (2001b, 
2003) in his framework for understanding the relationship between language, 
discourse, social structures and power. I now turn to the micro-linguistic aspect of 
Fairclough’s model that provides the tools for language analysis that will be 
elaborated on in Chapter 4.  
3.3 SYSTEMIC FUNCTIONAL LINGUISTICS 
Integral elements of Fairclough’s model are drawn from the work of Halliday 
(1978, 1994) and Martin (2000) on Systemic Functional Linguistics (SFL). SFL, 
considered by Fairclough (2003) to be “profoundly concerned with the relationship 
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between language and other elements and aspects of social life” (p. 5), is useful 
within a CDA approach as it takes a similar multi-functional view of language to that 
of CDA. More importantly, it enables the kind of fine-grained, micro-linguistic 
analysis of utterances, at the text level, that Fairclough argues is necessary to trace 
the representations and constructions of aspects of social life (e.g., in policy and 
teacher talk) and to make visible its reproduction, or otherwise, of power. As a social 
theory of discourse, Halliday’s SFL (1978, 1994) suggests that our uses of language 
are inextricably linked to the social functions, contexts and relationships in which 
language plays a role. Language is viewed in this approach as a system of resources, 
or possible sets of meaning that can be made depending on the choices made when 
using language. Language is seen as a “social semiotic”, or a resource to be deployed 
for social purposes depending on what we want to achieve as language users 
(Halliday, 1994). One of the strengths of SFL for CDA is “to ground concerns of 
power and ideology in detailed analysis of texts in real contexts of language use, 
thereby making it possible for the analyst to be explicit, transparent and precise” 
(Young & Harrison, 2004, p. 4). Halliday’s (1994) ideational, interpersonal and 
textual metafunctions are useful lenses in the analysis of the data within a textually-
oriented CDA approach because they roughly articulate with Fairclough’s (2003) 
three categories at the text level: representation (ideational), action (interpersonal 
and textual), and identification.  
Drawing on SFL, Fairclough’s (2003) understanding of discourse involves 
three main elements in social practice: Discourses, Genres and Styles. Together they 
comprise interdiscursivity. Discourses are ways of representing things, for example 
representations of knowledge about critical literacy; Genres are ways of acting and 
interacting, or “doing” social relations with EAL/D learners; Styles are ways of being 
or identifying self and others, for example, ways teachers identify or don’t identify 
themselves and their students with critical literacy. Each of these dimensions of 
interdiscursivity can be traced through linguistic choices. These are outlined in 
Chapter 4, section 4.7.3. 
Fairclough sees that the process of production of a text (through interpersonal 
interaction of some sort) is just as significant as the text itself or the language 
resources drawn on to create it. He argues the process can reveal certain facets of 
social life. For example, the ways teachers enact social relations through interacting 
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with their students to produce classroom talk (as a text) can indicate the values and 
assumptions they hold. The uttered text as well as the process of producing the text is 
a means to explore these social relations. This can also include drawing on other 
texts from outside the immediate social event (intertexuality). These can be 
connected in what Fairclough (2003) calls “genre chains – a network of 
interconnected texts” (p. 66). This will be taken up in Chapter 5 where I define genre 
chains and discuss it in detail in relation to the teachers’ enactment of critical 
literacy. 
Together, the theoretical tools outlined above will enable me to identify the 
linguistic evidence of the discursive possibilities evident in the data and to discuss 
the social effects these constructions might project. Elements of the data texts will be 
systematically described, interpreted and explained in order to:  
 demonstrate how official syllabus documents seek to exercise ideological 
control over the status of critical literacy in local curriculum (Chapter 5);  
 explore how teachers, within their subject positions within the orders of 
discourse, project their own knowledge and practice of critical literacy 
(Chapters 5 and 6); and 
 explore how the teachers, within the discursive formations in which they 
work, construct the social identities of EAL/D learners in relation to 
accomplishing  critical literacy (Chapters 5, 6 and 7).  
3.4 CHAPTER SUMMARY  
This chapter has outlined the key theoretical perspectives that frame this study 
and has shown their relationship to one another and to the research aims. Chapter 4 
provides details about the precise analytical tools that are used in this project on the 
basis of this conceptual framework. 
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Chapter 4: Design and Methods 
This chapter provides a detailed rationale for the design and methodology of 
the study. In the first part of this chapter (section 4.1), I justify the choice of 
qualitative methodology, case study method and critical case study in particular. 
Following this, I outline the site and participant selection process in section 4.2. Data 
collection methods and data sets are then discussed in sections 4.3 and 4.4, followed 
by the procedure and timeline for data collection in section 4.5. Sections 4.6 and 4.7 
show how the data were analysed. The trustworthiness and credibility of the study 
are discussed in section 4.8. Finally, section 4.9 considers ethical issues and 
limitations and section 4.10 summarises the chapter. 
4.1 CRITICAL MULTIPLE INSTRUMENTAL CASE STUDY DESIGN 
I have selected a critical, instrumental case study design within the qualitative 
paradigm (Guba & Lincoln, 2005) as it best fits my purposes of exploring teachers’ 
articulated understandings and everyday practice of teaching critical literacy in a 
particular historical context. In qualitative methodology, participants are afforded 
explanatory power to identify what is significant for them in their specific locales 
and realities (Mason, 2002). It allows the researcher to obtain an in-depth 
understanding of participants’ multiple interpretations and experiences within a 
specific context and time frame (Merriam, 1998, 2002; Miles & Huberman, 1994). 
Qualitative research also acknowledges the subjective nature of research both in 
terms of the participants’ interpretations of experience and the researcher’s data 
collection process, analytic frameworks and ultimate interpretation, requiring a 
careful reflexive stance by the researcher. My own positionality (Lather, 1992) is 
discussed in section 4.8 of this chapter. 
The understanding of case study used in this project is “an in-depth exploration 
from multiple perspectives of the complexity and uniqueness of a particular project, 
policy, institution or system in a ‘real-life’ context” (Simons, 2009, p. 21). Using 
case study method allows the researcher to explore a phenomenon of some sort in a 
particular bounded context (Merriam, 2002; Miles & Huberman, 1994). The 
phenomenon in focus in this study is the conceptualising and teaching of critical 
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literacy within a senior curriculum within multiple cases – four teachers in two 
secondary school sites. Multiple case study methodology links well with the 
theoretical framing of this study as it enables investigation of the discourses 
operating in a range of sites, and to reflect on the contextual and historical factors 
that help to constitute these discourses. It also aids understanding of how these 
discourses in turn help constitute, sustain and/or reframe certain understandings and 
ways of teaching in specific contexts.  
Internal coherence of this project is further enhanced through the use of a critical 
case study method (Carspecken, 1996; Creswell, 2008; Hébert & Beardsley, 2001; 
Patton, 1990). The choice of this methodology is relevant for two reasons. The first 
reason is that a critical approach to case study complements the theoretical framework 
outlined in Chapter 3. The study is aligned ontologically and epistemologically with 
generic critical theory as proposed by Fairclough (1995): “any theory concerned with 
critique of ideology and the effects of domination” (p. 20). Ontologically, reality is 
shaped by historical, political, cultural, economic and ethnic values that crystallise over 
time (Guba & Lincoln, 1994). In terms of epistemology, knowledge is transactional – 
researcher and researched are interactively linked – and value-laden (Guba & Lincoln, 
1994). Critical case study, as a subset of ethnography (Creswell, 2008), fits with this 
paradigm as it is concerned with advocacy and transformation of social practices in 
pursuit of more equitable situations. It has “attachments to local knowledges and to 
illuminating the exercise of power in culturally specific yet socially reproductive 
processes” (Lather, 2001, p. 478). Table 4.1 provides a summary of the characteristics 
of critical case study research. 
Table 4.1 
Characteristics of Critical Case Study Research (adapted from Creswell, 2008; Thomas, 1993, pp. 3-4) 
Characteristics of critical case study research 
Critical case study researchers speak to an audience on behalf of their participants as a means of 
empowering participants by giving them more authority. 
Critical case study researchers identify and celebrate their biases in research. They recognise that all 
research is value-laden. 
Critical case study researchers challenge the status quo and ask why is it so?; and what could it be?  
Critical case study researchers seek to connect the meaning of a situation to broader structures of 
social power and control. 
Critical case study researchers use their investigations to assist emancipatory goals. 
Critical case study researchers seek to create a literal dialogue with the participants they are studying. 
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This study has attempted to address each of these characteristics, as noted in 
Chapter 8. As a characteristic outcome of critical case study, an emancipatory goal 
(see Table 4.1) is an ambiguous concept and is worth clarifying. The term conjures 
up grandiose moments of liberation and large-scale radical change that are unlikely 
to occur in social institutions such as education systems. However, in Thomas’ 
(1993) view, emancipation refers to “the process of separation from constraining 
modes of thinking or acting that limit perception of and action toward realising 
alternative possibilities” (p. 4). The modes of thinking about critical literacy with 
EAL/D learners and the modes of acting that arise from those modes of thinking 
provide the emancipatory impetus for this study.  
The second reason critical case study has been chosen is that critical case 
studies allow researchers to investigate cases that “can make a point quite 
dramatically or are, for some reason, particularly important in the scheme of things” 
(Patton, 1990, p. 174). Patton argues that a clue to the existence of a critical case 
study is the statement: “if it happens here, it is likely to happen elsewhere”; and vice 
versa, “if it doesn’t happen here, then it doesn’t happen elsewhere” (p. 175). Given 
that critical literacy was fully endorsed by Queensland education authorities in recent 
years, the goal in this critical case study is to explore the possibility that if critical 
pedagogy is not happening in the selected sites (since it is no longer compulsory in 
English syllabuses, and is explicated in a confusing superfluity of ways in the 
curriculum documents), then it is likely that it is not happening elsewhere in 
Queensland. Conversely, if it is happening here in certain ways, then it is likely that 
it is happening elsewhere in similar schools in Queensland. Either outcome will 
provide important findings for the development of EAL/D pedagogy in rapidly 
changing times and either outcome can provide the basis for further research. See 
Chapter 5 for discussion of the place of critical literacy in the English for ESL 
Learners Senior Syllabus (QSA, 2007 amended 2009). 
Coupled with a critical approach, this project incorporated a multiple 
instrumental case study design (Creswell, 2008; Merriam, 1998). It is instrumental in 
that it illuminates a particular issue using multiple cases to do so. The issue is the 
way in which critical literacy is understood by teachers of EAL/D and how it is 
enacted in the classroom, in relation to the shifting policy terrain and EAL/D 
pedagogy. This approach can help shed light on an issue as it is observed and 
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understood in a particular place and time. Figure 4.1 illustrates the way each of the 
four cases (four teachers) in this study relates to the issue under investigation.  
 
Figure 4.1. Multiple instrumental case study design (adapted from Creswell, 2008, p. 477). 
4.2 PARTICIPANTS AND SITE SELECTION 
The participants in this study are four teachers in two differing school contexts; 
two teachers in each. This provides data about four separate “cases”, within two 
bounded contexts, that can provide insight into the issue of how teachers conceive 
and practice critical literacy with EAL/D learners in senior high school. Sites were 
selected to represent differing socio-economic environments and the study required 
schools with high enough proportions of students from language and culture 
backgrounds other than English to warrant the teaching of the English for ESL 
Learners Senior Syllabus (QSA, 2007 amended 2009). Sites were sampled according 
to the number of senior classes undertaking this syllabus. This study required a 
minimum of two classes of between 15 and 30 students per site. This was achievable 
given the number of EAL/D students in senior classrooms in metropolitan schools.  
Queensland schools were the third largest market for international students in 
2008 (the year this study commenced), providing 18% of the total number of 
international students in Australia. In 2010, when data collection began, there were 
4,976 fee-paying international students in Queensland schools (Australian Education 
International, 2010). In addition, at the outset of this study (October, 2008) there 
were 2,973 students eligible for ESL funding in Queensland schools, with more than 
60% of these in Brisbane metropolitan high schools (Queensland Department of 
Site 1 Case 1  
Beacon High School 
Margot 
Site 1 Case 2 
Beacon High School 
Celia 
Site 2 Case 3 
Riverdale High School 
Riva 
Site 2 Case 4 
Riverdale High School  
Lucas 
Issue: Understandings 
and practice of critical 
literacy with EAL/D 
learners in the senior 
school. 
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Education and Training, personal communication, March 30, 2009). In 2011, student 
data collection parameters in schools in Queensland changed. All students who have 
a language background other than English (LBOTE) are now included in the 
statistics, recognising that not only new arrivals need language support in schools but 
also students who have lived in Australia for some time, possibly for their whole 
lives, but who speak an additional language at home. Prior to this, only students who 
had arrived in Australia within the previous three years were eligible for funded 
specialist support and were therefore included in the statistics. As a result of this 
change in the data reporting process, 69,972 students in Queensland schools now 
feature as LBOTE3 in official data (Queensland Department of Education, Training 
and Employment, personal communication, April 10, 2014). Approximately 8,000 
students now appear in the official data sets as LBOTE in the senior school alone. 
These students require varying degrees of EAL/D support. These figures show that 
there are significant and growing numbers of students in Queensland schools for 
whom English is not a first language and that there are significant numbers in senior 
schooling. 
At this point, it is useful to discuss the nomenclature around English language 
teaching used in this thesis. In Australia, the term “ESL” is being replaced in the 
literature and curriculum documents and replaced by “EAL/D”. However, the 
Queensland Studies Authority (QSA), the body responsible for writing the 
syllabuses, still uses the term ESL despite the national curriculum now using the 
term EAL/D. I use ESL when referring to the syllabus and school departments, and 
EAL/D in all other instances. 
A list of schools in which the English for ESL Learners Senior Syllabus (QSA, 
2007 amended 2009) was taught was obtained from the QSA. Letters inviting ESL 
departments and teachers to participate were sent to Heads of ESL Departments in 
October 2009. Two schools declined and two agreed to participate: Beacon High 
School and Riverdale High School (pseudonyms). Teachers were approached in 
2010, firstly by the heads of the school ESL departments and then formally by me as 
                                                 
 
3 However, as Creagh (2014) notes, there is a lack of differentiation within this reporting category 
masking the actual performance of low-level literacy background learners on standardised tests. As a 
result, these learners appear to be doing better than they really are. This could have implications for 
resource funding in the future. 
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researcher, on the basis of whether they taught the English for ESL Learners Senior 
Syllabus (QSA, 2007 amended 2009). However, it was necessary to select specially 
trained teachers of EAL/D in order to address the research questions. Many schools 
have non-EAL/D qualified English teachers teaching this syllabus.  
The participants were chosen/invited on the basis that they were employed as 
EAL/D teachers, rather than subject English teachers4, and that they were teaching 
the English for ESL Syllabus (2007 amended 2009) during 2010. For each school 
canvassed, there were only two teachers who taught this syllabus and I was fortunate 
to recruit them as participants for the duration of the data collection over the course 
of one school year (2010). The four participants (3 females and 1 male) had varying 
EAL/D teaching experience and varying qualifications as Table 4.2 indicates.  
Table 4.2 
Participant Information 
Name School Background 
Margot Beacon 
High 
4-year Education degree but no higher degree; over 25 years’ experience 
teaching high school languages (Italian and French) and EAL/D, and on 
state assessment moderation panels. Full-time and permanent. 
Writer/designer of the Beacon High senior EAL/D Work Program.  
Celia Beacon 
High 
Early Childhood degree; M.Ed. TESOL with 5 years of teaching EAL/D in 
high schools. Full-time and permanent. 
Riva Riverdale 
High 
B.Ed., M.Ed. App. Ling. and over 30 years teaching and on state assessment 
moderation panels. Full-time and permanent. Writer/designer of the 
Riverdale High senior EAL/D Work Program. 
Lucas Riverdale 
High 
B.Ed. Eng./EAL/D; recently graduated from university in 2009. Full-time 
but on contract for 1 year.  
 
My previous relationship with Margot was minimal through involvement in 
professional associations and professional development workshops. I knew of Riva 
from professional associations as well but had not worked with her in any capacity. I 
taught Celia in one 13 week unit when she studied a Master of Education (TESOL) 
course and Lucas when he undertook the Bachelor of Education program at the 
institution in which I teach. This placed me in a particular position as researcher 
                                                 
 
4 In Australia, English teachers, generally, do not have specialised knowledge of teaching English as 
an additional language. There is an assumption that students undertaking mainstream English, as a 
subject in senior school, already speak and write SAE. Chapter 5 explores this problem in more detail. 
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which I discuss in the section on reflexivity (section 4.8.1). Students in the classes 
were a combination of migrants, refugees and international students on student visas 
with no students from the wider category of LBOTE in these classes. Table 4.3 
presents contextual information about the student groups at both sites. Teachers at 
Beacon High chose to participate in Term 1 of 2010 while they were teaching critical 
literacy media and literature units, respectively. Teachers at Riverdale High chose to 
participate in Term 4 of 2010 when they were undertaking their first critical literacy 
unit based on documentary texts with the Year 11 cohort. 
ESL Bandscales (McKay, et al. 2007) levels 4-6 equate roughly to the 
Developing and Consolidating levels in the recently developed EAL/D Learning 
Progression (ACARA, 2011). The ACARA scale will eventually be used nationally 
although the ESL Bandscales (McKay, et al. 2007) continue to be consulted in 
Queensland as the distinctions in these scales are more delicate and teachers are 
familiar with them. Riva had tested her class and found they ranged from 3–7 in 
Speaking; 4–7 in Listening; 4–6 in Reading; and 3–6 in Writing. This detailed 
information was not available for the other classes. A minimum of level 5 is 
considered necessary for success in senior schooling. Students were expected to have 
an ESL Bandscales level rating of at least 5 on entry to the Year 11 program 
although both teachers at Riverdale High said that some students were still at level 4 
or even level 3 in one or more language skills. See Appendix A for a description of 
students at level 5 on the Bandscales Writing scale; a level at which students often 
plateau if not given specific assistance with language learning.  
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Table 4.3 
Contextual Information for the Two Sites 
 Beacon High Riverdale High 
Year level and teacher 
Year 11 
Teacher 1 Margot 
Year 12 
Teacher 2 Celia 
Year 11 
Teacher 3 Riva 
Year 11 
Teacher 4 Lucas 
Class size 28 17 23 18 
Countries of origin Afghanistan, Burundi, 
China, Congo, Ethiopia, 
Iraq, Somalia, Sudan, 
Uganda 
Afghanistan, China, Japan, 
Iraq, Somalia, Sudan, 
Vietnam  
Brazil, China (mainland, 
Hong Kong and Taiwan), 
Fiji, France, Germany, 
Korea, Papua New Guinea, 
Philippines, Vietnam 
China, Germany, Hungary 
Italy, Japan, Korea 
Malaysia, Myanmar, 
Philippines, Russia, 
Vietnam 
Proportion of international students 
to migrants/refugees (different visa 
classes and funding sources) 
20/80 30/70 40/60 50/50 
ESL Bandscales proficiency  
(McKay et al., 2007) levels across  
R, W, L and S  
4-5 4-5 3a-7 4-6 
Range of achievement levels as 
reported by teachers 
B- to C+ 
(Average C) 
B to D 
(average C) 
Not available A- to D+ 
Pathways into senior schooling Via junior school or direct 
entry as international 
student 
Via junior school or direct 
entry as international 
student 
Via HSP (EQI) or direct 
entry or LEC or other 
schools 
Via HSP (EQI) or direct 
entry or LEC or other 
schools 
Projected destinations (as reported by 
teachers) 
Tertiary study, vocational 
study, work 
Tertiary study, vocational 
study, work 
Tertiary study Tertiary study 
Note. R = Reading; W = Writing; L = Listening; S = Speaking; HSP = High School Preparation Program (Education Queensland International, EQI) delivered on 
site; EQI = Education Queensland International; LEC = Learning Enrichment Centre (specific to Riverdale High).  
a One learner from New Zealand had been assessed by Riva as Bandscales Level 3 due to difficulties with writing. 
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The following subsections provide a rich description of the teaching and 
learning contexts explored in the study including details of the context of the two 
research sites and their classrooms. I include these “careful descriptions of the 
players and the contexts in which they act [as they are] vital to making findings ring 
true” (Hatch, 2002, p. 232). 
4.2.1 Site 1: Beacon High School 
Situated in a low to middle socio-economic area in the south of the city of 
Brisbane, Beacon High School has a large proportion of refugee and migrant students 
with a small cohort of international students. Approximately 50% of the school 
population had refugee backgrounds at the time the data for this study were collected 
(2010), and the school prides itself on having a high proportion of refugees. In a 
separate interview with the Head of the ESL Department, it was revealed that the 
department has a firm reputation for quality programs and a high level of 
individualised care for students who often present with multiple psychological and 
educational needs owing to their disrupted schooling, traumatic experiences due to 
war and forced displacement, and resettlement/adjustment issues. There is a clear 
sense of care and concern permeating the staff room with quotes and photos to 
inspire compassion posted on the walls. It has a positive ambience and is quite calm, 
a state that belies the often stressful incidents that occur when dealing with refugee-
background students who have experienced psychological and emotional harm. 
Typical of Queensland state high schools, about 10 staff (including bilingual teacher 
aides) share the small staffroom and they are focused and busy.  
The students in both classes I observed at Beacon High were a mix of 
international, refugee-background and migrant students with different residency visa 
classes. In the past, the two groups had been separated due to the fact that 
international students are provided with separate teaching staff funded by their fees 
and by Education Queensland International (EQI). However, this year they were 
combined for “pastoral” reasons (interview with Margot, Feb 3, 2010).  
The two classes I observed and video recorded at Beacon High were situated in 
different buildings. At the time of filming, the Year 11 classroom was cramped with 
just enough desks, set in rows, for the 28 students to sit comfortably. I had difficulty 
positioning two cameras to capture a wide enough angle on both and resorted to one 
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main camera, operated by me in the corner at the back of the room in order to remain 
as inconspicuous as possible. It was the peak of summer heat during data collection 
(January to March); the room was hot as it had faulty fans and no air-conditioning. 
There was an interactive whiteboard and a regular whiteboard at the front, a televsion 
on a stand, four desktop computers along the back wall and the teacher’s table at the 
front of the room very close to the board. The teacher perched her laptop on the 
corner of the TV unit amid a jumble of leads, stooping to operate it. Movement 
around the room was limited and small group work was not easily organised due to 
the crowded conditions. This had implications for Margot’s pedagogy which I 
discuss in Chapter 7. The Year 12 room was much larger and more airy with a 
whiteboard and overhead projector at the front of the room, and large glass windows 
on either side wall. I located myself at centre of the back of the room to video record 
and also positioned a second camera at the front right (teacher’s right) on a filing 
cabinet which captured about half of the classroom at any one time. The desks were 
more spread out than in the Year 11 room but were still in rows. Students could, 
however, comfortably create small groups by turning around and by moving desks 
and chairs. There were shelves with piles of old textbooks lining two walls along 
with fading cardboard collages and dioramas. An impressionist print hung on a wall.  
In my field notes I comment that the school appears to be “doing its best with 
strained resources” and that the buildings “seem unkempt because funding is going 
to other educational priorities” (Feb, 23, 2010). A set of desktop computers for 
student use lined the back wall though these were not used, to my knowledge, while I 
was collecting data. There was no television, interactive whiteboard, nor teacher 
laptop. Despite the absence of the teacher’s technological apparatus, the physical 
space afforded this teacher certain pedagogical practices which I discuss further in 
Chapter 7. Figure 4.2 indicates the presence of environmental print showing critical 
literacy terminology in the EAL/D classrooms at Beacon High School. Of note in 
this image is the juxtaposition of critical literacy terms alongside lists of class rules 
and codes of conduct, suggesting opposing discourses of critique and compliance in 
this context. 
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Figure 4.2. The back walls of two classrooms at Beacon High showing critical literacy terminology. 
4.2.2 Site 2: Riverdale High School 
This school is situated in a higher socio-economic sector in a middle-class 
suburb and has a philosophical orientation more akin to a college. Students don’t 
wear uniforms and there is a wide range of creative activity, for example music 
groups that spill into the outdoor spaces. At Riverdale High, international students 
and permanent resident students were also combined for classes. The ESL teacher 
requested that administration combine them as they are “not numbers on their heads; 
they are all students who need language…” (interview with Riva, March 17, 2010). 
Both Year 11 classes I observed at Riverdale High used the same upper floor 
room in the mainstream English department. The room has been specifically booked 
for these classes for screening the documentaries that formed the basis of the lessons 
and the unit. The carpeted room was quite spacious with room enough for the teacher 
to walk around and facilitate group work. Both teachers made considerable use of the 
space to position themselves physically in different locations around the room as 
they taught. There was a bank of windows on each side wall with heavy dark curtains 
on one side to close while viewing multimedia resources. A set of tall, lockable 
cabinets containing laptops lined the back wall. There was a double whiteboard, with 
half used as a screen, a second screen mounted on the wall along with speakers, an 
overhead projector (seemingly unused), and a teacher’s desk adjacent to the front 
row of desks. The students sat either in three rows facing the whiteboard or flanking 
either side of the room beside the windows. It was late spring when collecting data 
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(Term 4, October and November, 2010) and the room was air-conditioned and 
therefore more comfortable than at Beacon High. I positioned one camera at the back 
right corner of the room (my right) and the second camera at the front of the room.  
Both sites are typical of state high school teaching spaces in Queensland 
although Riverdale is better equipped than Beacon High on the whole. Due to its 
categorisation as a disadvantaged school, Beacon High was undergoing a federally-
funded upgrade of its infrastructure towards the end of the data collection period.  
4.3 METHODS  
As mentioned in section 4.1, this research project incorporated a multiple, 
instrumental case study design. The study is “instrumental” in that it focuses on an 
issue. The issue is the way in which critical literacy is understood by teachers of 
EAL/D, and how it is enacted in the classroom in relation to the shifting policy 
terrain and EAL/D pedagogy. It will be recalled that the question posed by this study 
is:  
In the context of current approaches to language and literacy teaching, what 
are EAL/D teachers’ articulated understandings of critical literacy and how do 
they enact these understandings in senior high school EAL/D classrooms? 
The research problem consists of several sub-questions: 
 What understandings about critical literacy do teachers of EAL/D 
articulate and why?  
 How do they enact critical literacy? 
 How are EAL/D students positioned by their teachers in relation to critical 
literacy? 
In order to answer these questions most effectively, methods that enable the 
capture of rich, multifarious and possibly contradictory data have been chosen. In 
using a post-structural research framework, this study does not require triangulation 
in the same way a positivist project might require (Creswell, 2008; Glesne, 2011), 
but this does not mean issues of validity can be side-stepped. As Lather (1986) 
posits, in post-positivist research “approaches to validity must reach beyond the 
obfuscating claims of objectivity used by positivism to skirt the role played by 
researcher values...” (p. 66). Hence, multiple sources of data and participant 
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verification or “member checking” (Guba & Lincoln, 1989) processes were used, and 
hence the requirement to explain my relationship to the participants in this study in 
section 4.8.1. The data sources are now explicated in the following section. 
It is important to have a range of data sources not only for credibility 
(discussed below) but also to reflect the theoretical framework used in this study. In 
order to gain sufficient evidence of the social practice elements that comprise the 
means of interpreting interdiscursivity and the social order, a range of activities, 
objects, and aspects of language must be utilised and investigated as data.  
4.4 DATA SETS 
Five data sets were used: documents; semi-structured interviews, video 
recordings and transcriptions of classroom practice, field notes, and non-standard 
stimulated verbal recall (SVR).  
4.4.1 Data set 1: Documents 
Four syllabus documents were obtained from the Queensland Studies Authority 
(QSA). The four syllabuses were: English Senior Syllabus 2002 (QBSSSS, 2002), 
the very first syllabus that formally introduced critical literacy into Senior English 
study and the syllabus which EAL/D learners had to undertake given there was no 
other option until 2007; English Senior Syllabus 2008 (QSA, 2008d); English for 
ESL Learners Senior Syllabus (QSA, 2007) and English for ESL Learners Senior 
Syllabus (QSA, 2007 amended 2009). (At the time of data collection, the ACARA 
senior syllabus for EAL/D learners was not available, however this document is 
discussed in Chapter 5 as it is now, in 2014, being utilised.) The 2002 syllabus was 
the basis for the 2007 syllabus. Therefore, the rewriting of the 2002 mainstream 
English syllabus in 2008 ostensibly forced the reconfiguration of the 2007 ESL 
syllabus in 2009. These policy documents are publicly available on the QSA website. 
Classroom handouts and resources were also gathered from the teachers, as and when 
they were used in the lessons.  
4.4.2 Data set 2: Semi-structured interviews 
Each teacher was interviewed three times using a semi-structured interview 
technique (Carspecken, 1996; Glesne, 2011). Interviews occurred before the teaching 
term commenced; during the term (approximately mid-way), and again at the end of 
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the term. Interview questions centred on the teachers’ experience of the shifting 
policy terrain; their understandings of critical literacy; the ways they enacted critical 
literacy in lessons and the ways they positioned learners toward a critical approach to 
language. These topic areas connect directly with the research questions. Interviews 
were approximately one hour each in duration, and were conducted at the school 
sites, in a quiet room, at times negotiated with the teachers. The 12 interviews were 
audio recorded using a digital recorder, transcribed by a professional transcription 
company and then checked by me against the audio recording.  
The approach to interviewing taken in this project was based on two key 
understandings. To begin with, open-ended questions give the interviewee greater 
latitude to answer scheduled questions with elaboration, “developing an extended 
account and argument about what’s happening” (Fairclough, 2003, p. 118). 
Moreover, such questioning allows the interviewer to follow the line of thinking 
presented by the interviewee and to probe further without rigid adherence to 
scheduled questions. A schedule of questions was prepared, however, and was used 
as a guide throughout all interviews for consistency (see Appendix B). 
Drawing on Carspecken’s (1996) typology of interview responses in critical 
ethnography, I employed the following interviewing protocols: first, “bland 
encouragements” (p. 159) or simple utterances and facial expressions were used 
frequently to show interest, establish rapport and encourage the participant to keep 
talking; second, I used “low-inference paraphrasing” (p. 159), restating what the 
interviewee had said to encourage further comment and to check I had understood, 
particularly after a long section of the interview. For example,  
Lucas: I wanted them to understand that these little bits and pieces of this 
jigsaw add up to what they told me in the very beginning. So they 
see that the music is (asking) them to believe a certain thing about a 
certain person or a certain issue. 
JA: So their first impression is then reinforced by the analysis of the 
elements… 
Lucas: It’s either reinforced or completely changed…  
 (Lucas Interview 2, Oct 5; lines 380–382) 
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“Non-leading leads” (Carspecken, 1996, p. 159) were also used to elicit more 
information on a certain topic, when required. For instance,  
Riva: Just to finish what I was saying … there’s a lot of one-on-one. 
There’s a heap of one-on-one outside class, before class, lunchtime, 
after school. There’s a mass of one-on-one. ‘Come and see me 
before school; come and see me after school’. 
JA: And what sort of things do you do in that one-on-one time? 
Riva: I go through their… if they’ve written something, hopefully, I go 
through it with them, help them identify errors, talk them through 
what’s wrong here. I talk them through that and get them to edit 
their own work... 
 (Riva Interview 1, March 17; lines 161–166) 
Fourthly, “medium-inference paraphrasing” or “articulating some ... 
speculations about the meaning or implications of material provided” (Carspecken, 
1996, p. 160) was also used when participants were indicating background beliefs of 
interest to me and the purpose of the study. For example,  
Margot: So I mean those things have to work together because the critical – 
being a critical reader means I guess to a certain extent 
understanding how the grammar or how the language or 
connotation – we’ve just had a lesson on connotation downstairs – 
how – for example connotation and denotation and all those things 
work together to create the particular message.  
JA: Right. Yeah. So you’re saying that there can be a neat fit between 
the two? 
Margot: Yeah. I mean, I don’t think it fits neatly all the time but there are 
certainly elements that can make – you can fit into that 
 (Margot Interview 1, February 3; lines 266–275) 
Following Carpsecken’s (1996) warning, I deliberately avoided “high-
inference paraphrase”, that is, articulating speculations about background beliefs 
following long stretches of interview content, so as not to lead the participant into 
agreeing with things s/he did not say or mean. Inevitably though, the research 
interview is largely imbued with an asymmetrical distribution of power (Kvale, 
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2006) and this is taken into account during the analysis using the CDA process. This 
is not to say that interviewees do not exercise agency in the constitution of the 
interview process and content, and this too will be explored further in the data 
chapters and in section 4.7 of this chapter. 
4.4.3 Data set 3: Video recording of lessons 
Video recording was used to capture the everyday practices of teaching critical 
literacy in the chosen classrooms. O’Toole (2006) suggests that video recordings 
provide deeper understanding of the finer details including “acts, activities, 
interactions, behaviours and the nature of the context” (p. 72). Due to the fact that 
video recordings are time consuming data to deal with (O’Toole, 2006), three lessons 
per teacher, at strategic points in the term, were video recorded using a digital video 
camera. These strategic points were identified beforehand in consultation with each 
teacher. The teachers nominated these particular lessons, at these points in the school 
year, as significant in terms of their own teaching of critical literacy. One camera, 
operated by me (as researcher), was placed at the back of the classroom in an 
unobtrusive position which was focused on the teacher. To minimise the risk of 
missing information or introducing bias by focusing on selected students or 
moments, I had planned to set it up and leave it “locked on” (Swann, 2001). 
However, due to the crowded nature of the classrooms, especially at Beacon High, 
and the range of the camera lens, it was not possible to do this at all times. In 
addition, teachers in Australia often move around the classroom attending to student 
needs and rarely stand at the front of the room for the duration of a lesson. I wanted 
to track the teacher as s/he moved around the room and interacted with learners, 
often out of view, in order to capture useful data. The teacher wore a small digital 
recorder microphone to capture all audio especially when talking one-on-one with 
students. Another unattended camera, set on wide angle, was placed unobtrusively at 
the side at the front of the classroom to capture footage of the whole class. All audio 
recordings on the videos were transcribed by a professional transcription service and 
double-checked against the original, and analysed by me as researcher. The footage 
from the first camera was transcribed and analysed. Footage from the second camera 
was used to verify, clarify or identify significant moments in the teaching. These 
significant moments were transcribed and analysed as well.  
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4.4.4 Data set 4: Field notes 
Before, during and immediately after the lessons I observed, I made field notes 
which are a useful way of recording the action of participants, timing of events, my 
reactions to events and interpretations that occur during data collection in classrooms 
(Emerson, Fretz & Shaw, 2011; Spindler & Spindler, 1992). Descriptions of what 
happened and any “penny dropping” moments were recorded along with any 
moments of doubt regarding the observations and collection procedures. Jottings 
were also made to briefly record events and impressions (Emerson et al., 2011) 
particularly while videoing. The field notes were also used to aid reflexivity as they 
are made through the lens of the particular preoccupations and presuppositions I have 
as researcher. Fairclough (2001b, 2003) argues that these constitute the researcher’s 
“member resources” and, by nature, contribute to the co-construction of interview 
and observation data texts. Field notes are therefore useful for identifying and 
disclosing these as aspects of my researcher positionality (Lemesianou & Grinberg, 
2006). The focus of the field notes changed over time (Stringer, 2008), and according 
to the sites, and they were useful when used in conjunction with the video recordings 
of the lessons to compare reactions made on site at the time of data collection and 
those developed with hindsight. 
4.4.5 Data set 5: Stimulated verbal recall (SVR) 
Participants were invited to view self-selected video recordings from one of 
their own lessons and to comment on them reflexively using non-standard stimulated 
verbal recall (Smagorinsky, 2001; Swain, 2006). Used widely in education research 
due to its effectiveness in promoting a reflective process (Ethell & McMeniman, 
2000; Gass & Mackey, 2000; Hepple, 2010), stimulated verbal recall (or verbal 
protocol analysis) attempts to access, after the event, a participant’s thinking or 
strategies used at the time of engagement in an event. SVR uses a stimulus such as a 
video or an audio recording of engagement in the original task. Traditional methods 
of stimulated recall seek to neutralise the role of the researcher in the stimulated 
recall interview so as not to influence the participant’s reporting on the event and to 
this end, strict, almost clinical procedures are outlined in the research method 
literature (Gass & Mackey, 2000). However, more recently, researchers such as 
Swain (2006) and Smagorinsky (2001) challenge the idea that interviewers (i.e., 
researchers) can construct cognition as something that happens purely inside 
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someone’s head. Adopting a socio-cultural view, they argue that cognition is 
understood as socially-mediated through language and, in particular, speech. The 
goal, Smagorinsky (2001) argues, is “to understand the particularity of someone’s 
conceptions and the cultural practices through which they have developed” (p. 237). 
Power, and the significance of people’s interactions, both during and before the 
recall interview, are central in this view. It is understood that the participant’s view 
of the role of the interviewer and the purpose for the interview will partially shape 
the content of the verbal protocol, constraining and enabling the verbalisations.  
This more recent conception of stimulated recall fits with the overall 
theoretical framework of this study – that knowing is always partial and situated, that 
the roles people play in interaction influence the language choices they make and that 
language is imbued with power, always (Fairclough, 1989). The current study 
demonstrates how stimulated recall can constitute a learning process for teachers of 
EAL/D through which they can review pedagogic episodes and develop new 
understandings of critical literacy and their own practice. For the researcher, it can 
also provide additional information to support or counterbalance data generated from 
other sources, thereby adding validity to the research process. 
I now outline the SVR procedure used in this study. Significant video excerpts 
were selected by the teachers themselves. The four teachers were asked to recall their 
own lessons and identify moments of significance. Teachers were asked to view the 
time-coded excerpts with me (the researcher) in a final, fourth interview and to make 
any verbal comments about their conceptions and practice of critical literacy, including 
the way they positioned learners, as evident in the excerpts. They were given a remote 
control for the digital video disc (DVD) player so they could pause the DVD player at 
any time and make comments. I also had access to the remote control and could pause 
the player to ask the teachers questions about what they were doing or thinking at the 
time and subsequently. Pausing the video allowed for greater audibility of the 
commentary, enhancing the quality of data collection, and therefore, it should be 
noted, does not represent realistic conversation. The conversations were recorded on a 
digital audio recorder and transcribed for analysis. This process enabled the teachers to 
reflect on their enactment of critical approaches to language and the way they 
positioned learners in relation to critical literacy in a particular lesson and to clarify 
any moments in their teaching that may have been ambiguous or any footage that was 
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unclear. This process also contributed to the professional development of the teachers 
as they had the opportunity to reflect critically on their teaching. Lyle (1993) notes that 
the value of traditional stimulated recall is enhanced by immediacy. Therefore, 
teachers were asked to view the video excerpts as soon as possible after video 
recording of the lessons. This was not always possible as can be seen in Table 4.4. 
Demanding schedules of the teachers and my own constraints as a part-time researcher 
with full-time work commitments made this immediacy difficult.  
Table 4.4 
Stimulated Verbal Recall (SVR) Interview Dates in Relation to Lessons Viewed (2010) 
Site Teacher 
Date of lesson 
(2010) 
Lesson  
chosen 
SVR interview 
date Time lag 
Beacon High 
Margot  Mar 18 3  May 31  2 months 
Celia  Apr 16 3  Apr 16  1 hour 
Riverdale High 
Riva  Nov 9 3  Nov 18  9 days 
Lucas  Oct 26 2  Nov 10  15 days 
 
However, given the socio-cultural view of stimulated recall I take, whereby selected 
memories are brought to mind and re-interpreted through the language of recalling, 
the time delay for some teachers is not as significant as it might be if I had used a 
more traditional approach reliant on non-dialogic memory alone. 
4.5 PROCEDURE AND TIMELINE  
Table 4.5 shows the timeframe during which data were collected for this study. 
Table 4.5 
Timeframe During Which All the Data were Collected 
Site Teacher 
3 video recordings of 
lessons with field notes 
3 
interviews 
SVR 
interview 
Respondent 
validation 
Beacon 
High 
Term 1 
Margot 
 Feb 2 
 Feb 26 
 Mar 18 
 Feb 3 
 Mar 10 
 Mar 23 
May 31 Oct 13, Dec 6 
Celia 
 Feb 3 
 Feb 23 
 Apr 16 
 Feb 8 
 Feb 23 
 Mar 17 
Apr 16 Oct 22, Nov 17 
Riverdale 
High 
Term 4 
Riva 
 Oct 6 
 Oct 22 
 Nov 9 
 Mar 17 
 Oct 6 
 Oct 22 
Nov 18 Dec 2011 
Lucas 
 Oct 5 
 Oct 26 
 Nov 2 
 Mar 17 
 Oct 5 
 Nov 2 
Nov 10 March 2012 
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4.6 EXPLORING THE DATA – INITIAL ANALYSIS 
This section outlines the initial exploration of the data in which I organised the 
data, identified themes and categories and decided which data to explore in depth. 
Taking an inductive approach, I began by looking for “recurring phrases or common 
threads” (Miles & Huberman, 1994, p. 70) in the data. A deductive approach was 
also used in that I brought to bear on the data my knowledge of the field, and of 
existing constructs for interpreting the phenomenon of critical literacy outlined in the 
literature, for example Janks (2010), Misson and Morgan (2006), Misson (2012), B. 
Morgan & Ramanathan (2005); and W. Morgan (1997).  
Coding was used to “assign a summative, salient, essence-capturing attribute” 
(Saldaña, 2009, p. 3) to portions of data in the margins on the transcripts. These were 
then regrouped into larger themes as they became apparent. By reading across the 
data transcripts (of the 12 interviews and 12 videos) and using highlighter pens and 
colour-coded flags, a range of recurring themes was identified. Appendix C shows 
the themes and sample characteristic responses. Lexical items clustered around seven 
key themes: reasons for using a critical approach to literacy; what constitutes critical 
literacy; the practice of teaching critical literacy (“how to”) with EAL/D learners at 
this level of proficiency in these contexts (including learning experiences chosen); 
challenges in relation to this practice; assessment issues; relationships with students, 
other school staff and governing bodies; and professional development. This process 
helped me to identify the particular themes to bring into focus in this study so as to 
represent (albeit partially) who these teachers are, and what they know and do. It also 
aided in the selection of portions of data to analyse more closely.  
LeximancerTM, a content analysis software package, was also used to help 
select portions of the interview data, the video transcripts and the documents for 
closer scrutiny. Leximancer is a content analysis tool that enables the researcher to 
identify important concepts from texts such as interviews, classroom talk and 
syllabus documents, and reveals the frequency of their use, their co-occurrence and 
interrelations. It can identify instances of concepts that are either explicit or implicit 
in the text. This can help to identify, inductively, a range of themes occurring in the 
data that can then be analysed in more depth.  
Care must be taken to establish a relevant concept “seed” bank through which 
the software can identify the recurring concepts. It is not sufficient to simply allow 
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the software to do this work: it must be cross-checked manually with the data. 
However, as a starting point in the analysis, Leximancer proved useful for this 
project. An example of the graphic output generated by Leximancer from two 
interviews by two of the teachers is included in Appendix C (ii). The recurrence of 
the concept “language”, for example, in the teachers’ talk stimulated my interest to 
further explore this feature (and others) in their talk and in their practice using CDA 
methods. CDA provided the tools that enabled identification of language choices that 
revealed significant aspects of how the teachers represented critical literacy and their 
learners. These are explicated in the data chapters, particularly in relation to the ways 
in which the teachers mitigated the deficit discourse (see Chapter 7).  
4.7 ANALYTIC METHOD 
This section outlines the analytic toolkit applied to the data and how the 
elements interrelate. The tools are drawn from Critical Discourse Analysis (CDA) 
(Fairclough, 2001b, 2003), and Systemic Functional Linguistics (SFL) (Halliday, 
1978, 1994), as outlined in Chapter 3. 
4.7.1 CDA as analytic method 
Despite its critics (Billig, 1999; Blommaert, 2005; Jones, 2006 Lee & Otsuji, 
2009; Stubbs, 1997; Widdowson, 1998, 2004), CDA remains a respected social 
scientific method for identifying discursive representations in circulation within 
social institutions and the power relations permeating them, via the detailed analysis 
of aspects of language (Chouliaraki & Fairclough, 1999; Kettle, 2007; A. Luke, 
2002; O’Regan, 2006; Rogers, 2002; Rogers et al. 2005; Rogers & Schaenen, 2013). 
Fairclough (2003) acknowledges that textual analysis alone is limited unless it is 
linked with the macro analysis of how power relations play out within and across 
networks of practice and structures. Textual analysis is inevitably selective and based 
on the motivations of the researcher as no reading of a text is objective according to 
CDA. This has implications for research outcomes which are discussed in section 
4.8. However, CDA has the capacity to produce theoretically grounded analyses in a 
wide range of cases (Ryan & Bourke, 2013; Chouliaraki & Fairclough, 1999; Kettle, 
2007, 2011 Rogers, 2002; Rogers, Malancharuvil-Berkes, Mosley, Hui, & O’Garro-
Joseph, 2005). Based on ontology that sees reality as a combination of concrete 
social events, practices and abstract social structures (including language), this 
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framework incorporates focus on orders of discourse at the macro level and 
interdiscursivity at the meso level. Drawing on Bhaskar’s explanatory critique 
(1979), the framework also distinguishes between “actual” and “potential” reality. In 
other words, what actually happens and what is possible because of the constraints 
and allowances of social structures and practices at any given time (Fairclough, 
2003).  
4.7.2 Addressing the social problem within the social order 
CDA seeks to address a social problem by taking a series of broad analytic 
steps with greater attention to detail in certain steps, depending on the CDA approach 
taken (Chouliaraki & Fairclough, 1999; Wodak & Meyer, 2009). The first step is to 
identify a social problem which has a semiotic aspect. Semiosis includes all forms of 
meaning making – visual images, aural, body language or actual written or spoken 
language. Every practice has semiotic elements. The second step identifies obstacles 
to the problem being tackled through analysis of: the network of practices it is 
located within; the relationship of semiosis to other elements within the particular 
practices concerned; and the discourse (the semiosis itself). Analysis of discourse 
involves four aspects: 
 structural analysis: the order of discourse; 
 interactional analysis; 
 interdiscursive analysis; and 
 linguistic and semiotic analysis.  
Third, the analyst considers whether the social order in a sense “needs” the 
problem in order to maintain the status quo. The fourth step involves identifying 
possible ways past the obstacles. The analyst also reflects critically on the analysis 
carried out in steps 1 to 4. 
Figure 4.3 explains the social and discursive framework within which language 
or text sits in this study, enabling the CDA researcher to make interpretations about 
social practices based on language (in data) as evidence (Fairclough, 2003).  
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Figure 4.3. Text, discourse, social practice and the social order (Fairclough, 2003). 
CDA, then, provides a language-based, analytical toolkit by which to describe 
a social event as it occurs at the text level, for example, teaching episodes or 
interviews (see inner oval in Figure 4.3, no. i) and to then interpret these at the inter-
discursive social practice level (middle oval, no. ii), and to explain these at the social 
order level (outer oval, no. iii) with a view to bringing about social change. The 
stages in CDA are not always carried out in the order in which they are listed in this 
framework, and analysts might focus on some parts of it rather than others. The 
analysis of the chosen data in this study will broadly involve three phases:  
1. CDA description  
2. CDA interpretation 
3. CDA explanation. 
iii. Social order: social practices 
networked in a particular way (e.g., 
teaching EAL/D learners in senior 
high school). An order of discourse: 
discursive elements of social order 
 
 
 
 
 
 
 
ii. A social practice: dialectically-
related elements – activities, 
subjects, objects, time, place, 
discourse (language) (e.g., 
teaching CL with EAL/D learners).  
Discourse: 
ways of acting and interacting 
(genres); ways of representing 
(discourses);  ways of being and 
identifying (styles) 
 
i. A social event and interaction  
(e.g., interview, lesson): 
Text 
articulates different  mixes of 
genres, discourses and styles 
realised through lexical and 
grammatical forms 
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4.7.3 Analytic toolkit  
For each data chapter I draw on different analytic tools provided by 
Fairclough’s (2003) CDA method. In Chapter 5, I employ Fairclough’s (2003) notion 
of the genre chain and recontextualisation, as well as Transitivity from Halliday’s 
(1994) SFL.  
The genre chain “works as a regulative device for selecting and privileging 
some discourses and excluding others” (Fairclough, p. 34). Fairclough (2003) notes 
that as we move along a genre chain, a filtering process occurs. Part of the filtering 
effect, he argues, is on discourses which are drawn upon in one genre (e.g., a 
meeting) and filtered out in the next (e.g., minutes of the meeting) so the chain serves 
to regulate which discourses are finally included and excluded. The concept of genre 
chains enabled me as researcher to gain insight into the network of social practices, 
at both state and local levels, that indicate the priorities around critical literacy in 
relation to the teaching of EAL/D learners at this point in time. Change or shifts 
between genres within a chain is a significant part of social change (Fairclough, 
2003). I explored, through Transitivity analysis, particular wordings of relevant 
syllabuses (as official policy) that indicate the discourse aspect of each syllabus and 
therefore its capacity as a “governance of governance” (Fairclough, 2003) and its 
capacity for action at a distance.  
Recontextualisation (originally from the work of Bernstein (1990) on 
pedagogic discourse) is the representation of other practices produced in the course 
of activity within one’s own social practice (e.g., deployment of particular models of 
pedagogy gleaned from study or professional development). It also includes reflexive 
representations of one’s own practice (Fairclough, 2001c). In order to analyse 
recontextualisation, as part of the genre chain process, I draw on Fairclough (2003) 
who argues there are four recontextualising principles in any genre: “the degree of 
abstraction from concrete events; presence or absence of particular elements; the 
order events are presented in; and additions such as explanations, legitimations and 
evaluations” (p. 139). I use these four principles to explore the ways the teachers 
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recontextualised critical literacy in the genre chain5 through school-based planning 
documents and classroom talk. To analyse the school-based documents I identify the 
inclusions and exclusions in terms of learning experiences (activities or tasks) 
underpinned by critical literacy. To analyse the classroom talk, I draw on the SFL 
construct of mode continuum (Martin, 1984) and specifically the concept of mode-
shifting, focusing on modes of talk, to demonstrate the rescaling of critical literacy in 
the teachers’ talk with their students. Teacher talk in each data extract is divided into 
three registers: situationally-embedded language or talk that contains exophoric 
reference and relies on the immediate context for their interpretation (Gibbons, 
2003); everyday informal language; and critical literacy formal jargon. Gibbons 
(2003), in her analysis of language classroom talk, refers to this as “mode-shifting” – 
or the shunting back and forth between everyday language, technical language and 
situation-specific language – and argues it is a key feature of classroom interaction as 
a genre.  
Mode-shifting in talk is a choice, made by people, within a genre chain. It can 
“result in considerable message redundancy, an important aspect of discourse in 
facilitating comprehension for (second language) learners” (Gibbons, 2003, p. 259). I 
propose that Fairclough’s second principle of recontextualisation – the degree of 
abstraction from concrete events – can be observed through the lens of mode-shifting 
as it is to do with making complex, abstract ideas concrete so that learning can take 
place. Mode-shifting, I argue, is also an indicator of Fairclough’s concept of agency 
within his broader category of Styles or identification, which I explore in detail in 
Chapter 6. Drawing on Archer (2000), Fairclough (2003) maintains that agency 
relates to achieving social identity through assuming social roles and enacting them 
in a distinct way (p. 161). Mode-shifting, therefore, can be seen as a tool to analyse 
ways in which the teachers textured their own identity, through their choices in 
different types of talk, in their role as authoritative enactors of curriculum with 
EAL/D learners. 
                                                 
 
5 For the purposes of this thesis, the genre chain stops with the teachers’ enactment. In reality, it 
would continue on to student engagement and production and even beyond but the scope of this study 
does not allow discussion of that.  
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In Chapter 6, I take up Fairclough’s textually-oriented CDA analytic method to 
closely examine specific linguistic properties of chosen data texts using CDA tools, 
so that linguistic form as well as content is given appropriate attention. These 
properties, Fairclough (1995) argues, are “extraordinarily sensitive indicators of 
socio-cultural processes, relations and change” (p. 4). He further elaborates on these 
specific properties in his 2003 book where he provides the linguistic analytic tools to 
allow the analyst to oscillate between the specific text in question and the network of 
social practices this text suggests. I use aspects of SFL (Halliday, 1978, 1994) (see 
Chapter 3). The analytic logic is that in exploring the linguistic elements of text, light 
can be shed on social practices (Fairclough, 2003). The data will be systematically 
described, interpreted and explained in order to demonstrate how teacher talk 
(including stimulated verbal recall comments), and classroom pedagogic talk 
(including student–teacher interaction) create certain representations of teacher 
knowledge about critical language pedagogy, and how this talk establishes particular 
social relations and social identities in EAL/D high school classrooms. As A. Luke 
(2005) argues, in a normative application of discourse analysis, it is the consequence 
of systems of representation that matters. 
Table 4.6 indicates the relationship between two of the research sub-questions, 
the data sources, the analytical tools and Fairclough’s (2003) method of CDA. Table 
4.6 is read from left to right and indicates the data sources and the three phases of 
analysis – Phase 1 of analysis is description; Phase 2 of analysis is interpretation and 
Phase 3 of analysis is explanation. While it is useful to separate the major types of 
text meaning discretely for analysis purposes in Phase 2, they operate 
interconnectedly in social practice. As explained in Chapter 3, any text contains all 
three meanings or dimensions simultaneously which have a dialectical relationship 
with one another (Fairclough, 2003). Interdiscursivity, it will be recalled from 
Chapter 3, is “the particular mix of genres, of discourse and of styles upon which a 
text draws, and of how different genres or styles are articulated (or worked) together 
in the text” (Fairclough, 2003, p. 218). This level of analysis mediates between the 
fine-grained analysis of the micro-linguistic features of texts and the analysis of 
social events and practices (Chouliaraki & Fairclough, 1999).  
  
Chapter 4: Design and Methods 93 
Table 4.6 
The Relationship Between Two of the Research Questions, the Data Collected, and the Tools Used to 
Organise, Describe and Analyse the Data (based on Fairclough, 2003) 
  Analysis Phase 1 Analysis Phase 2 Analysis Phase 3 
Research 
questions 
Data 
sources 
Describing and 
labelling the data 
Interpreting 
the structural effects of 
the social practice of 
teaching EAL/D. 
Interdiscursivity 
Explanation of orders 
of discourse, 
institutional and 
societal practices 
around critical literacy 
with EAL/D learners 
a. What 
understandings 
about critical 
literacy do 
teachers of 
EAL/D 
articulate? 
 
 
 
b. 
How do they 
enact a critical 
approach with 
their students? 
 
1.Teacher 
interviews  
4 x 4 
(including 
SVR) 
 
 
 
 
2.Video 
observations 
of teaching   
4 x 3 
 
 
 
 
3.Field 
notes 
 
Representations: 
Themes; aspects of 
transitivity (Halliday, 
1978) – participants 
(who or what is 
acting) and processes 
(how are they acting); 
and metaphor. 
 
Actions: 
Predominant 
semantic/grammatical 
relations between 
sentences and clauses; 
higher-level semantic 
relations over long 
stretches of text –
predominant types of 
exchange and speech 
functions; 
predominant 
grammatical moods.  
 
Identification:  
Modality 
(commitment to 
“truth” – epistemic 
modalities) and 
necessity/obligation 
(deontic modalities); 
evaluation (e.g., 
through the use of 
adjectives or 
qualifiers); and shifts 
in mode from 
everyday to technical 
language.   
 
Representations of 
knowledge about 
critical language 
study with EAL/D 
learners: 
Ways of representing – 
discourses 
 
 
 
 
 
 
Social relations in the 
teaching of EAL/D 
learners: 
Ways of acting and 
interacting – genres 
 
 
 
 
 
 
 
Social identities in 
the teaching of 
EAL/D: 
Ways of being and 
identifying – styles 
Valued knowledge 
about critical literacy; 
degree of commitment  
to critical literacy; 
attitudes to critical 
literacy. 
 
Valued ways of 
enacting critical 
literacy; 
pedagogical 
frameworks/ 
methods used; 
social relations 
constructed by this 
interacting.  
 
Identities –  
positioning of selves as 
EAL/D teachers in  
relation to critical 
literacy in the context; 
positioning EAL/D 
learners in relation 
to critical literacy. 
 
The following is my selection from a range of questions Fairclough (2003, 
p. 191-194) suggests CDA researchers ask of texts at the description phase, in order 
to interpret critically the discourses, genres and styles associated with any social 
practice.  
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Phase 1: Describing (and analysing) the data at the text level – identifying 
and labelling linguistic features (see Table 4.6) 
Fairclough (2003) suggests a range of textual analysis questions to ask of the 
data texts. As presented in Chapter 3, Fairclough (2003) suggests any text has three 
dimensions of meaning:  
 Representation: Ways of representing aspects of the world through 
language (e.g., critical literacy as a concept in this study) = discourses. 
 Action: Ways of acting/interacting within a social event which includes 
enacting social relations (e.g., ways of doing teaching) = genres. 
 Identification: Ways of being/identifying with some position; indicates 
commitment and judgement = styles. 
In terms of Representation, I draw on Fairclough’s (2003) suggestions and analyse 
the chosen data texts using three investigative lenses: aspects of transitivity 
(Halliday, 1978) – participants (who or what is acting) and processes (how are they 
acting – see below for a worked example); themes and associated lexical items; and 
metaphor. 
For analysing Action – actors and their social relationships – Fairclough 
suggests the following probes: What are the predominant semantic/grammatical 
relations between sentences and clauses – causal, conditional, temporal, additive, 
elaborative, contrastive? Are there higher-level semantic relations over long stretches 
of text – e.g., problem-solution. What predominant types of exchange and speech 
functions exist? Are there any predominant grammatical moods (declarative, 
imperative or interrogative?) and what do these suggest? 
In terms of analysing Identification, Fairclough suggests asking the following: 
What styles are drawn upon in the text and how are they textured together? Is there a 
significant mixing of styles? What features characterise the styles that are drawn 
upon? To do so, I analyse the data texts for modality (commitment to “truth” – i.e., 
epistemic modalities) and necessity/obligation (deontic modalities); evaluation (e.g., 
through the use of adjectives or qualifiers); and assumed values. 
Phase 2: Interpreting the discursive practice of teaching critical literacy with 
EAL/D learners (see Table 4.6) 
This discursive practice level of analysis focuses on the nature of the processes 
of text production and interpretation, for example the discourses being drawn upon in 
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the text and the way in which they are combined. The linguistic features of the texts 
(as categorised above) are seen as traces of Fairclough’s (2003) three types of 
meaning – Representation, Action and Identification. In this way, Fairclough (2003) 
draws on Halliday (1978) in suggesting that text meanings show particular ways of 
acting and interacting (genres), ways of re-presenting the world (discourses), and 
ways of identifying self (styles). Texts realise (or make “real”) these meanings as 
particular “mixings” of discourses, genres and styles. According to Fairclough, these 
mixings are interdiscursive relations and constitute the discourse element of social 
practice.  
Phase 3: Explanation of the social practice of critical literacy within EAL/D 
teaching in high schools (see Table 4.6) 
When it comes to the social order, Fairclough borrows Foucault’s (1984) term 
“order of discourse” to mean the way discourse mediates the connection between the 
textual and the structural (refer to Table 4.6). An order of discourse takes up certain 
possibilities and excludes others: “it controls the linguistic variables available to 
represent particular areas of social life” (Kettle, 2007, p. 124). The first two phases 
of analysis enable me to explain at the macro level (Phase 3), the orders of discourse 
that are evident, and the institutional practices occurring within the critical language 
of study with EAL/D learners in the four school classes studied. By comparing the 
practices of the four teachers, an explanation of broader societal practices around 
critical literacy with EAL/D learners in some Queensland schools at this point in 
time is possible. Patterns and anomalies in practice, as well as the constraints and 
enabling factors will be explained in this phase. Ultimately, this study seeks to 
identify a range of elements at the macro level: the types of knowledge about critical 
literacy study that are valued among the four teachers of EAL/D in two Queensland 
high schools; the attitudes and degree of commitment they have to critical literacy; 
the way the teachers identify in relation to critical literacy within the broader field 
teaching of EAL/D learners; and how they position students in relation to critical 
literacy and the social relations this produces. It will also identify the ways teachers 
enact critical literacy in the contexts studied, the pedagogical frameworks used and 
the institutional reasons for these. 
For the third data chapter, Chapter 7, first a thematic sweep of the data was 
conducted and then textually-oriented discourse analytic tools were applied. Data 
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were initially analysed using an inductive method whereby all references to students 
in all of the interviews (including the SVR interviews) were coded and retrieved. 
This data, showing teacher comments about students, comprised 16 pages of tabled 
statements organised into a single file. Following the method of analysis of teacher 
interview talk conducted by A. Luke, Cazden et al. (2013), fine-grained analysis of 
wordings was then conducted to identify what discourses were drawn on in the 
teacher’s talk and how these were textured together (Fairclough, 2003). Decisions 
were made about what would count as evidence of particular discourses and these 
were refined inductively. The features that characterised the discourses were: 
semantic relations between elements of statements, in particular the use of adverbial 
and prepositional phrases or Circumstances of time, cause and manner (Halliday, 
1994); metaphors; assumptions realised via positive or negative connotations via use 
of modal verbs such as “can” and “cannot”. Circumstances were utilised due to the 
fact that they “stood out” in the data once it was collated into the 16 page table. Their 
prevalence indicated that they were important to investigate further. 
To illustrate, teacher comments that indicated student “lack” were categorised 
as a “deficit-lack discourse”; for example, where a teacher used negative verb forms 
such as cannot, or its contraction can’t (e.g., “They can’t deal with academic 
English”). Other such phrases, words and terms used to talk about students that 
signalled this discourse were: lack, not taught, have no understanding of…, haven’t 
got, don’t understand, have difficulty with, struggle, uneducated. The retrieved data 
were interrogated closely to build an understanding of what the teachers had said and 
this was cross-checked with transcripts. Teacher comments about student capacity 
for critical literacy and higher order thinking, for example, were identified via 
positive connotations and use of modal verbs such as can indicating ability (e.g., 
“they can do the thinking”, “these kids are bright, they can understand”); and 
metaphors such as “they rise to the challenge”; “they’re on the ball”; “they’ll make a 
good fist of it” and “they are right on the mark”. 
The interview talk was also analysed for the ways in which the teachers 
discussed students in relation to the particular pedagogy used. Causal relationships 
evident in Circumstances of cause (Halliday, 1994) reveal that the positioning of the 
learners was directly related to the pedagogy these teachers use. For instance, “Some 
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of their [the students’] language I think will be okay because I scaffold them…” 
(Lucas, Interview 3, November 2, 2010). 
The range of analytic tools drawn on in the design of this research project and 
employed in the analysis are shown in Figure 4.4. 
 
Figure 4.4. The range of analytic tools in the research design. 
In using the tools and procedure identified above, this study provides insight 
into how notions of critical literacy are being constructed through identifying the 
discourses surrounding critical literacy as evident in policy as well as teacher talk 
and practice. It enables identification of the practices in which teachers of EAL/D 
engage with particular learners and the reasons for these practices. The study also 
makes more visible competing discourses within the teachers’ talk and classroom 
practice as well as connections to institutional and broader social processes that may 
be contributing to the existence of these discourses in the teachers’ talk and practice. 
Ch 5 
•Data: policy documents 
(syllabus); school work 
programs, classroom talk 
and resources. 
•Analysis: CDA using the 
concepts of  'genre chains' 
and 'recontextualisation' & 
Systemic Functional 
Linguistics (SFL). 
Ch 6 
•Data: teacher interview 
talk and classroom 
interaction. 
•Analysis: CDA drawing on 
Fairclough's notion of 
'interdiscursivity' & SFL. 
Ch 7 
•Data: teacher interview talk 
about students. 
 
•Analysis: CDA using 
Transitivity – circumstances, 
modality, semantic relations, 
metaphor. 
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As Rogers and Schaenen (2013) point out, CDA has been conducted in many 
areas of literacy education. However, only 5 of the 69 empirical CDA studies carried 
out between 2004 and 2012 that they surveyed dealt with literacy education in 
secondary schools, and none of these investigated reconstructive or positive 
instructional practices within the Australian context. This study therefore seeks to 
contribute to this gap in the methodological literature as well. 
4.8 TRUSTWORTHINESS AND CREDIBILITY 
Issues of trustworthiness and credibility were addressed in the following ways. 
Trustworthiness or validity was firstly achieved by using extended engagement with 
repeated observation (Glesne, 2011), that is, spending time with the teachers before 
data collection began and extended time in the schools to develop trust. A rich and 
thick description of each of the contexts was produced in order to provide a plausible 
overview of the sites, people involved and the events. Taking account of the social, 
political, cultural, economic, ethnic and gender backdrop of the context also aids 
trustworthiness (Creswell, 2008; Guba & Lincoln, 1989). In addition, multiple 
sources of data were used (interviews, video observations, lesson plans and field 
notes), enabling recurring cross-checking with varied data, and an audit trail of 
documentation developed over the course of the research.  
4.8.1 Reflexivity 
An investigation which is based on the assumption that language is social 
practice and which uses CDA must be subject to reflexive scrutiny of the position of 
the researcher. The theoretical perspective underpinning this study is that no text is 
neutral but all are ideologically invested constructions of the world. Texts, including 
interview data and this thesis, are products of social conditions including relations 
and are also resources for the process of interpretation (Fairclough, 1989). According 
to Fairclough (1989), “the only access an analyst has to [the discourse processes] is 
through her capacity to engage in the discourse processes she is investigating” 
(p. 167). That is, I must draw on my interpretive procedures or member resources 
such as assumptions, beliefs, knowledge of language, in order to explain how the 
participants in the study draw upon theirs. Reflexivity regarding my agency in both 
the production and interpretation of these texts is therefore necessary and accounted 
for in the suggested findings. Lee and Otsuji (2009) claim that this is one area where 
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CDA, as a relatively young analytic method, needs further work. They suggest that 
CDA, as an etic exercise produced from the outside (A. Luke, 2002; Pennycook, 
2001b) needs to consider “which readings, whose readings, and by what warrant, 
come to constitute authoritative accounts” (Lee & Otsuji, 2009, p. 73). 
Reflexivity in the process of production of the data 
In many ways, as a teacher educator and known advocate for critical literacy 
through my publications and workshop facilitation, I constitute part of the official 
discourse about critical literacy in high schools, as explained in Chapter 1. Reflection 
on my own investments and professional partiality and on how this might influence 
data collection and data analysis is therefore necessary. My own relations with 
research participants influenced the manner in which the interview data are 
constructed and articulated. The ways in which the teacher’s classroom practice is 
enacted is also affected by my agency as researcher, and how the participants 
construct me as such.  
To illustrate, the data collected (e.g., teacher talk and classroom practice) are 
viewed as “episodes” of the particular discourses being identified and analysed in 
this study. However, teacher talk with a researcher/interviewer is not a regular 
“episode” in this field of practice and is undertaken for the express purpose of 
collecting data to analyse. As a result, while syllabuses and unobserved critical 
classroom practice can be considered typical events and therefore representative texts 
produced in this field, the research interview is not considered a normal, daily 
episode in the process of EAL/D teaching. Similarly, the classroom practice that was 
observed is also not representative of the normal routine. This means that the 
interviews, in particular, and the observed lessons position me as privileged as I have 
access to information that might not be shared in the normal course of the day. In 
addition, this raises issues of the relative status and expertise shared by the researcher 
and the researched and issues of surveillance.  
All of the above required specific reflexive scrutiny on my part, for example, 
whether the language I used in questioning and responding co-opted or differentiated 
me in relation to the teachers’ own discourses. Marshall and Rossman (2011) note 
how easy it is for the inadequately self-reflective researcher to be appropriated by 
and become complicit in the dominant discourses that serve more powerful members 
of the community in question. Acknowledging this possibility and identifying 
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moments where such outcomes may appear in the data (and the analysis) were 
fundamental to the internal coherence and ethical integrity of this study. An example 
of this is outlined below when I discuss reciprocity. 
Special consideration in terms of identifying the teachers’ discursive 
relationship to the networks of social conventions surrounding them was also 
necessary. According to Fairclough (1989), these networks of social conventions – or 
the orders of discourse – are structured in particular ways in social institutions such 
as schools. They include which types of practice are included and excluded and how 
these practices are related to each other (Fairclough, 1989, 2003). The interview texts 
as data, therefore, might indicate certain discourses embodying particular ideologies 
that are then constrained by interdependent orders of discourse and the social order at 
the institutional level. While this may indicate, one way or another, the way in which 
the schools structure discourses relating to EAL/D pedagogy, my own investments 
and agency, as indicated above, may impact on the way the participants divulged or 
concealed their own discursive position in the interviews. It is also important to note 
that the teachers may or may not be the mouthpieces of the orders of discourse 
operating in the school. Equally, detailed explication of the member resources 
(assumptions, beliefs, knowledge) I am relying on to make interpretation and the 
procedures by which I employ/deploy these member resources are necessary for the 
critical analyst. Ultimately, as Creswell (2008) reminds us, reflexivity in case study 
research calls researchers to account for the fact that “their interpretation is only one 
possibility, and that their report does not privilege authority over other interpretations 
that readers and participants and other researchers may have” (p. 485).  
Credibility was also sought through an awareness of democratising the research 
relationship. Attempts at reciprocity or “a mutual negotiation of meaning and power” 
(Lather, 1986, p. 272) were used as a reflexive strategy and a means to deconstruct 
the author’s authority (Pillow, 2006). It was enacted in a number of ways in a mutual 
dynamic – from me to the participants and also from participants to me. I attempted 
to establish reciprocity by:  
1. Approaching two sites where I was confident the teachers would 
demonstrate respected practice, indicating a high level of regard for the 
two departments and their teachers. 
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2. Assuring the four teachers in writing that I was not comparing their 
knowledge and practice to any external sources, including my own. The 
study draws on a view that “truth” is multiple and varied and takes form 
differently in different contexts with varying social practices. 
3. Assuring one participant, Riva, who was seeking my “approval” for what 
she was saying, that I wanted to hear her views/ideas/conceptions and not 
those of policy or textbooks and it wasn’t my place to approve or 
disapprove of what she was saying. I wasn’t representing the Department 
of Education or Queensland Studies Authority but was interested in her 
experience of the way critical literacy has been defined and implemented 
in her teaching context.  
4. Actively seeking member checking (or “participant validation”, Simons, 
2009) of transcripts on a number of occasions. See Appendix D and below 
for further discussion of this process. 
5. Publishing an article during the research process about the pedagogies the 
teachers used and emailing the article to them for comment. 
It is expected that “the researcher” will attempt to establish reciprocity in 
qualitative research that takes a critical or post-structural stance (Carspecken, 1996; 
Thomas, 1993). What is less commonly documented is “the researched” making 
democratising moves to equalise the relationship. Two participants attempted to 
establish reciprocity with me in a number of interesting ways. Firstly, Riva 
endeavoured to equalise the relationship from the beginning. She took me to a 
student study cubicle at the back of the library and interviewed me before agreeing to 
be a participant. She set up the terms of her engagement, as she had been “burnt” 
before by research that misrepresented her and was determined not to let this happen 
again. She wanted to know why I was doing this, would she have a right of reply, an 
opportunity to read a report. Secondly, Riva also took control of the initial interview 
(March 17, 2010). She sidestepped the opening question of the interview and 
proceeded with what she wanted to tell me. In this way, she exercised agency6, 
                                                 
 
6 Fairclough (2003) argues that social agents are socially constrained but not socially 
determined and therefore can exercise agency and have causal power within limits. 
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casting me in the novice position, not the “researcher who knows best”. She wanted 
to “fill me in” on the context and background and how it had been for her, which 
ended up being a large portion of the interview (over 5 minutes of her talking). 
Somewhat nervously, as a novice researcher, I let her go and didn’t stop her to get 
back to my interview question schedule. I was fascinated by the information she was 
providing and by the way she managed the direction of large parts of the interview. 
The extract below provides evidence of Riva’s reciprocity move in the initial 
interview (see Appendix E for transcription style). 
(At the very beginning of interview 1, lines 1-14) 
JA: Thanks, Riva. So first of all can you just tell me a little bit about 
how the ESL syllabus is taught at this school? 
Riva: (5.0) Can I start by contextualising why it’s taught here at this 
school and all of that?  
JA: Yes, yes, anything you want to tell me. 
Riva: We have quite a cohort of ESL students, it varies but in Year 11 and 
12 it tends to be around the 25%, sometimes it’s more and 
sometimes it’s less, but it’s a significant cohort of ESL students and 
this school always acknowledged that they needed ESL support to 
do that. The (1.0) English Head of Department some years ago, 
when the 2003 or 2002 English syllabus came in, took the students 
into consideration when she prepared the work program and the 
ESL teachers were involved in that. Um, NEVERTHELESS.... 
[laughs and pauses for emphasis] 
JA:  [soft laugh] 
Riva: The school found that that syllabus was overly demanding in the 
critical.... 
(The interview continued with me nodding and agreeing and not asking another 
question until 5.03 mins into the interview). 
In addition, in Margot’s first lesson, she was speaking to me “off camera” 
(literally behind the camera, standing beside me) as an aside while I was video 
recording the class. Her talk with me was informal and chatty, as a colleague, not as 
a researcher; insider-talk about the teaching methodology she was using. She used a 
hushed voice as if the camera microphone might not pick it up. I didn’t want to say 
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too much for fear of disrupting the class, so I nodded and “mmmed”, and waited until 
she was ready to resume the role of teacher. Margot included me in her classroom 
talk as a colleague, repositioning me not as a distant researcher but someone who 
understood her decision to do “chalk and talk” with a class of 28 students in a small 
room on a hot Friday afternoon. [This lesson was at the outset of the research process 
and before we had really established rapport. Prior to data collection, I had met 
Margot on a few occasions at professional development sessions and I knew she had 
a reputation as being a respected ESL teacher but we had not spoken at length and 
had no professional collaboration until now.] To me, this suggests Margot had 
embraced that I was doing research “with” and not “on” her (Pillow, 2006. p. 179).  
The above examples of participant-afforded reciprocity were at times 
uncomfortable and required me to be watchful for and sensitive to such cues in the 
data collection process, and to adapt moment by moment as these moves played out 
in the interaction often in unexpected ways. However, as Pillow notes (2006), 
reflexive strategies on the part of the researcher may in fact reinscribe the power 
relations they attempt to address, for example, announcing our politics and 
ceaselessly interrogating them (Denzin, 1997) or the inclusion of longwinded, self-
confession tales about our position as researchers serve to privilege us textually. I see 
my methodological tool of reciprocity as a way of further understanding the 
“complicit relationship” (Pillow, 2006, p. 192) reflexivity has with researcher power. 
Member checking, as a crucial technique for strengthening credibility (Guba & 
Lincoln, 1989, 1994) and prominent in democratic case study that has political intent 
(Simons, 2009), is often overlooked as it is time consuming in an already time-
consuming activity. I use the term “respondent validation” (Simons, 2009, p. 131) to 
refer to the process of participant checking of the accuracy and adequacy of my 
representations and interpretations of their experiences and statements. 
Validation of raw interview transcripts (direct from transcription with minimal 
mark up by me) occurred after all interview data transcription had taken place (three 
interviews per teacher). Teachers were invited to comment on the transcriptions 
before detailed analysis was undertaken and were given over 12 months to do so. See 
Appendix D for a sample of teacher replies (via email) regarding the validation 
process. Teacher responses were used to ensure I represented their knowledge and 
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practices as accurately as possible, given my own partialities and the partial nature of 
what is knowable (Lather, 1992; Pillow, 2006). 
Respondent validation is problematic too and may in fact mask a researcher’s 
power over a participant. As Trinh (1991) points out, the validation share of power is 
often given to participants, and not taken. Reflexivity, then, occurs from unequal 
power relations. As a result, one participant’s checking in this study is worthy of 
note. Riva, a busy senior teacher, took the time to read all three interview transcripts 
and return them to me with “track changes”. She asked me to delete certain things, 
which I did before analysis, and she also clarified certain words that were inaudible 
to the transcription service and to me. She also wrote comments in the margins of the 
transcripts which enabled further conversations with me via email. I call these 
“conversations in and at the margins” of data collection and they play a significant 
role in democratising the relationship between the researcher and the researched 
(Carspecken, 1996; Pillow, 2006), affording the participant additional opportunities 
to exercise power. In this way, a literal dialogic relationship with this participant, 
consistent with critical case study method (Carpsecken, 1996; Cresswell, 2008) was 
achieved, to a degree, adding an additional element of validity to this study. 
Credibility was also enhanced through the stimulated recall procedure outlined 
in section 4.4.5. Participants were invited to review the video footage of their own 
teaching of a lesson of their choice, via the stimulated recall interview enabling them 
to comment on and clarify the contents before analysis began. They were also invited 
to discuss the findings. This validation process was used to ensure I represented the 
participants’ perspectives as accurately as possible under the circumstances (Guba & 
Lincoln, 1989). This is particularly necessary in a critical case study that claims to 
have had literal dialogue with participants and to be representing those participants 
for emancipatory purposes, or the process of separation from constraining modes of 
thinking about or acting with EAL/D learners that limit perception of and action 
toward realising alternative possibilities (Thomas, 1993).  
4.9 ETHICS AND LIMITATIONS 
Low risk ethical clearance was obtained in 2009 through QUT with minor 
amendments required to the participant selection documents and data collection 
instruments. QUT Ethics approval number for this project is 0900000363. 
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Department of Education and Training (Queensland) clearance was also obtained for 
the research to proceed in two schools. Progress reports have been sent to both 
bodies. 
All students at Beacon High returned signed permission slips to participate in 
the study. Students for whom it was not clear that permission to be video recorded 
was given have not had their images included in this document or their images have 
been pixelated to preserve their anonymity. Limitations are expected in any research 
study and they are important to acknowledge in order to establish trustworthiness 
(Glesne, 2011; Simons, 2009). The limitations of this study centre on three main 
areas. Firstly, data were gathered at a particular time in history in two particular 
localities within the Queensland context. Therefore, the study represents a partial 
picture of the critical study of language in high school classrooms at this point in 
time. Glesne (2011) suggests that the limitations noted in a study are “consistent with 
the always partial state of knowing in social research” (p. 152). Two sites and four 
teachers were explored, generating varied conditions and features. This renders the 
“transferability” of this study relevant only to situations that match the contextual 
conditions outlined in section 4.2 (Guba & Lincoln, 1989, p. 241). Miles and 
Huberman (1994) and Simons (2009) note, though, that cross-case studies can 
identify common issues in each case and also the points of difference, thus enabling 
the derivation of some general propositions across all cases, and applicability, 
however “meaning is grounded in (the) particular cases” (Simons, 2009, p. 164).  
Secondly, the participants, depending on their age, experience, commitment to 
the project and availability also limit the scope and outcomes of this study.  Their 
ability to articulate their knowledge/attitudes and demonstrate practice that is 
indicative of regular practice also impacts on the findings and outcomes. 
Thirdly, my own position as teacher educator and researcher impacted on the 
data collection process as well as the interpretive process. As Coffey (1996) reminds 
us, “the authorial presence inherent in ethnographic processes of note-taking, writing, 
reading and telling” (p. 64) is unavoidable. The field is not “out there” to be recorded 
precisely or neutrally but is constituted by the ways we record and recount it 
(Atkinson, 1992). This is accounted for in the analysis by being mindful of the nature 
of the processes of text production and interpretation (in the interviews and teaching 
episodes) as mentioned in Chapter 3 and in section 4.6.2 of this chapter. I also 
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address this issue in the reflexive work undertaken as outlined in section 4.8.1. The 
final analysis and findings therefore are partial, tentative and always positioned. 
4.10 CHAPTER SUMMARY  
In Chapter 4, I began by detailing the choice of case study research design and 
multiple instrumental critical case study in particular. I presented contextual 
information and details of the four participant teachers. I then discussed the data sets 
and the choice of tools for data analysis, notably Fairclough’s (2003) model of CDA 
incorporating SFL (Halliday, 1994; Martin, 2000). These tools are taken up in the 
discourse analysis of the data in Chapters 5, 6 and 7. 
In Chapter 5, I present an analysis of how critical literacy is scaled in relevant 
syllabus documents from 2002 to 2009, and how it is subsequently taken up and 
rescaled in school-based work programs and recontextualised in teacher practice. In 
Chapter 6, I present analysis of the constructions of critical literacy as articulated in 
the teachers’ talk and as enacted in their critical classroom practice. Chapter 7 turns 
to the discourses in the teachers’ interview talk about EAL/D learners and their 
capacity for critical literacy work or otherwise in the conditions in which this study 
was conducted.  
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Chapter 5: Recontextualising Genres of Governance: 
Critical Literacy from Curriculum to 
Classroom 
In this first data chapter, I explore the ways in which a range of relevant senior 
syllabus policy documents construct critical literacy, and the ways the four teachers 
operationalise the critical literacy component of the English for ESL Learners Senior 
Syllabus (QSA, 2007 amended 2009). I argue that in operationalising this syllabus 
for their particular learners in their particular contexts and conditions, the teachers 
are engaged in a process of re-interpreting and recontexualising the syllabus. The 
aims in this chapter are to demonstrate how official syllabus documents seek to 
exercise ideological control over the status of critical literacy in local curriculum; 
and to explore how teachers, in their subject positions within the orders of discourse, 
project their own knowledge and practice of critical literacy. 
Fairclough (2003) argues that a reflexive relationship exists between 
institutions and discourses whereby institutions structure constituent discourses in 
particular ways and societal orders of discourse configure the discursive constitution 
of social institutions. In arguing so, Fairclough introduces the proposition that these 
clusters of discourses or networks embody particular ideologies, or the “implicit 
philosophy in the practical activities of social life” (Fairclough, 1989, p.84). He 
claims discourses are structured “in order” and that they change over time as they are 
linked to relationships of power. Power, in this framework, refers to the capacity to 
control orders of discourse, especially the means to exercise ideological control to 
achieve internal discursive harmony. Chouliaraki and Fairclough (1999) use the 
concept of recontextualisation to show how a discourse in one social practice can re-
materialise in a different social practice. An example of relevance to this study is the 
recontextualisation of critical literacy in education syllabus documents and then its 
“movement” and re-presentation in planning documents, in assessment tasks and 
through teacher talk in lessons.  
As outlined in Chapter 4, to analyse the data in this chapter I drew on 
Fairclough’s (2003) notion of the genre chain which “works as a regulative device 
for selecting and privileging some discourses and excluding others” (p. 34). 
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Fairclough (2003) notes that as we move along a genre chain, a filtering process 
occurs. Part of the filtering effect, he argues, is on discourses which are drawn upon 
in one genre (e.g., a syllabus) and filtered out in the next (e.g., a school-based 
English work program) so the chain serves to regulate which discourses are finally 
included and excluded. The concept of genre chains enabled me as researcher to gain 
insight into the network of social practices, at both state and local levels, that indicate 
the priorities around critical literacy in relation to the teaching of EAL/D learners at 
this point in time. Change or shifts between genres within a chain is a significant part 
of social change (Fairclough, 2003). This is of particular interest to educational 
researchers seeking to explore how teachers exercise agency to follow, modify or 
reject certain discourse elements of powerful genres like syllabuses. This is a topical 
issue in Queensland at the time of this study, and indeed Australia, as the newly 
devised national curriculum is currently being implemented. This chapter provides 
empirical evidence of how teachers utilise their own professional knowledge to 
interpret contemporary curriculum forms that are underpinned by ideologies (Apple, 
1979), and to delineate the kinds of “skills and practices, knowledges and discourses 
that children [have] access to” (A. Luke, Woods, & Weir, 2013, p. 22). 
This chapter addresses one of the research questions posed in Chapter 1: how 
the teachers enact a critical approach to English language study. Enactment, in this 
chapter, refers to actual representations of how things are and have been, as well as 
imaginaries or representations of how things might be in “possible worlds” 
(Fairclough, 2003, p. 207). Enactment involves the materialisation of discourses 
through new ways of acting and interacting (Genres) and new identities (Styles) 
(Fairclough, 2003). Enactment is complex and occurs on a continuum from initial 
mobilisation to inculcation, the latter being where people come to “own” a discourse 
and position themselves inside it (Fairclough, 2003). Fairclough (2003) argues that 
rhetorical deployment of certain discourses is a key stage towards inculcation 
(p. 208). By this, he means that people can use certain discourses for certain purposes 
but keep them at a distance. Material aspects of inculcation include Styles and also 
use of bodies and gestures. Therefore, I also draw on Fairclough’s concept of Styles, 
ways of being and identifying, to explore the ways the teachers enact critical literacy 
in their classroom talk. 
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5.1 ORGANISATION OF THE DATA ANALYSIS IN THIS CHAPTER 
This chapter begins with a discussion of how a syllabus constitutes a genre of 
governance. It then explores particular wordings of relevant syllabuses that indicate 
the discourse aspect of each syllabus and therefore its capacity for action at a 
distance (Fairclough, 2003). As outlined in Chapter 4, the four syllabuses are: 
English Senior Syllabus 2002 (QBSSSS, 2002), the first syllabus that formally 
introduced critical literacy into Senior English study and the syllabus which EAL/D 
learners had to undertake given there was no other option until 2007; English Senior 
Syllabus 2008 (QSA, 2008d); English for ESL Learners Senior Trial Syllabus (QSA, 
2007); and English for ESL Learners Senior Syllabus (QSA, 2007 amended 2009). 
The 2002 syllabus was the basis for the 2007 ESL syllabus. Therefore, the rewriting 
of the 2002 mainstream English syllabus in 2008 ostensibly forced the 
reconfiguration of the 2007 ESL syllabus in 2009, to bring them into alignment. At 
the time of interview and video data collection in 2010, the ACARA senior syllabus 
for EAL/D learners had not been produced. However, I provide a brief analysis of 
the ways in which this syllabus constitutes critical literacy in section 5.2.1. 
I then present analysis of ways in which the teachers recontextualise or 
“transform” (Fairclough, 2003. p. 216) these syllabus guidelines. I identify which 
particular learning experiences posed by this genre of governance the teachers 
selected to focus on (from the range offered), in their work programs and assessment 
tasks. I also analyse other genres used in their teaching: classroom talk and teacher-
generated resources such as handouts and PowerPoint presentations. The purpose of 
this analysis is to document how the teachers mediate and interpret the critical 
literacy aspect of policy, socially and materially, so that it “makes a difference” (A. 
Luke, 2005, p. 200) with culturally and linguistically diverse learners; learners for 
whom it was deemed by some teachers that critical literacy was problematic (see 
Chapter 1) and for whom often “the preferred teaching style involves low level 
thinking and an emphasis on drilling” (Locke & Cleary, 2011, p. 123). The analysis 
of the genre chain concludes with extracts of classroom talk as this is the moment of 
enactment which allows analysis of the teachers’ actual mobilisation of critical 
literacy with their learners, rather than relying solely on the accounts of what they do 
in interview talk. Within the framework of this study, the classroom is understood as 
a discursive space co-constructed by the interactions of all participants. Transcripts 
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of critical classroom talk, therefore, are necessary to analyse as part of the chain. In 
keeping with the localised nature of pedagogic space, the data from the two sites are 
dealt with separately. This enables analysis of the kinds of enactment that each of the 
two differing sites makes (im)possible, within the parameters of this study. Figure 
5.1 shows how the genres in this chain are connected to one another in this study. 
 
Figure 5.1. Genre chain in this study.  
5.2 SYLLABUSES AS GENRES OF GOVERNANCE 
Governance refers to any activity within an organisation or institution directed 
at regulating or managing some other network of social practices (Fairclough, 2003, 
p. 32). It is associated with “ways of managing social life which avoid both the 
chaotic effects of markets and top down hierarchies of states” (Fairclough, 2003, 
p. 32). Thus, education syllabus documents can be seen as “genres of governance” or 
texts that govern the way things are done in educational institutions. Such genres are 
deployed to manage education as an area of social life by prescribing what should be 
taught and assessed at various levels of formal education processes. This view allows 
the analysis of education policy as discourse, where discourses are understood to be 
forms of social practice that permit or deny certain knowledge or ways of doing 
things. Discourses constitute social realities (Fairclough, 1995) contributing to 
struggles over meaning, with multiple, competing, or alternative discourses therefore 
State-designed syllabus as Genre of Governance 
Site 1:  
School-based 
Work Program: 
Learning Experiences 
and AssessmentTasks 
Classroom 
talk and resources 
Site 2:  
School-based  
Work Program: 
Learning Experiences 
and AssessmentTasks 
Classroom 
talk and resources 
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possible within any one policy. As Thomas (2005) notes, “official policy texts are the 
successful discourse in this struggle and suppress, or exclude, other, alternative 
discourses” (p. 47). My interest in this chapter is how the teachers in this study 
positioned themselves within, or carried on with the struggle over meaning, in their 
recontextualisation of official education policy. 
Jessop (1998) argues that contemporary governance combines markets, 
hierarchies and networks including market place end users, in complex ways. In 
relation to this study, it can be argued that teachers, as “market place end users” of 
genres of governance like syllabuses, have a key role in the selection and distribution 
of the content of such genres. This is especially the case with the emergence of low-
definition syllabus models (A. Luke, Woods & Weir 2013) with which teachers can 
make more localised decisions about what to include and what not to include. 
Official curriculum documents cannot control and micro-manage what teachers do, 
but they do set out “preferred expected content to be taught and learned” (A. Luke, 
Woods & Weir, 2013, p. 10). This sits in contrast to curriculum documents such as 
state-based Curriculum to Classroom (referred to locally as “C2C”) which attempt to 
prescribe exactly how to deliver the content of a syllabus providing limited scope for 
the teachers as  professionals to enact the curriculum as they see fit.  
5.2.1 The shifting nature of critical literacy in syllabus documents – 2002 to 
2012 
This section provides a critical policy analysis of the official policy documents 
that have framed and influenced the study of English for senior EAL/D learners in 
Queensland, Australia from 2002 to 2012. The following documents are discussed: 
1. English Senior Syllabus 2002 (QBSSSS, 2002) 
2. English Senior Syllabus 2008 Open Implementation Trial (QSA, 2008d) 
3. English for ESL Learners Trial Syllabus 2007 (QSA, 2007) 
4. English for ESL Learners Trial Syllabus 2007, amended March 2009 
(QSA, 2009) 
5. English for ESL Learners 2007 Sample Work Program (QSA, 2008b). 
6. Senior Secondary Curriculum – English as an Additional Language or 
Dialect (ACARA, 2012). 
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The above documents have been grouped according to their critical orientation 
thus allowing me to discuss the shifts across time as well as the relationship between 
the disciplines of subject English and ESL. They are grouped in three historical 
waves from most critically-oriented to least critically-oriented, and discussed in the 
following order: 
 Group 1. English Senior Syllabus 2002.  
 Group 2. English for ESL Learners 2007 and English for ESL Learners 
sample work program (QSA, 2007, 2008b).  
 Group 3. English Senior Syllabus 20087 (QSA 2008d) and English for ESL 
Trial Senior Syllabus (2007 amended March 2009).  
This section concludes with a comparative analysis of the chain of syllabus 
documents that have been influential in the teaching of EAL/D in this context. The 
critical orientations of these documents are summarised in Table 5.1. 
  
                                                 
 
7 This syllabus was revised again in 2010 but since my school-based data collection occurred during 
2010 and since this syllabus did not influence the writing of the EAL/D syllabus in 2009, I have not 
included it in the analysis. 
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Table 5.1 
The Macro Context: Critical Themes in Six Policy Documents and Their Potential Influence on the 
Understandings and Practice of Critical Literacy Among Teachers of EAL/D 
Document Critical themes relevant to this study 
Potential influence on 
teachers 
i. English Senior 
Syllabus 2002 
(QBSSSS, 2002) 
Strong critical dimension as per Freebody 
and Luke’s (1990) four roles of literate 
practice model. 
Critical study of language is one of three 
general objectives and exit criteria: 
operational, cultural and critical. Key foci: 
constructedness of texts, ideological 
assumptions in texts, representations, gaps 
and silences and reader positions.  
EAL/D teachers have 
already acquired notions of 
critical literacy following the 
use of this syllabus and the 
(limited) professional 
development that 
accompanied it. 
ii. English Senior 
Syllabus 2008 (QSA, 
2008d)  
Critical dimension is diminished with 
greater focus on literary appreciation and 
former text-context model (QBSSSS, 
1987). Includes Evaluating Language and 
Literature as one of four dimensions of 
learning. Critical literacy is defined (in an 
appendix) as one of a range of sometimes 
contradictory approaches teachers might 
optionally use.  
This syllabus presented a 
revised and diluted 
understanding of critical 
literacy potentially 
diminishing emphasis on 
critical engagement with 
text. 
iii. English for ESL 
Learners Senior Trial 
Syllabus (QSA, 2007)  
Mostly focuses on text-context model, 
genre pedagogy and teaching technical 
skills (e.g., grammar). 
Mandates “critical reading” as one focus of 
all units. What this entails is not spelled 
out in this document. 
This was the first guiding 
syllabus document for senior 
ESL teachers. Many teachers 
were following it closely due 
to reporting requirements 
and to ensure correlation 
with mainstream English 
teaching. 
iv. English for ESL 
Learners Senior 
Syllabus (QSA, 2007 
amended 2009) 
The critical dimension has been recast in 
more general terms like analyse and 
evaluate with no reference to earlier 
versions of critical literacy. 
Teachers are still trying to 
envision what this version of 
the syllabus requires given 
the more overt emphasis on 
critical reading in the 2007 
version. 
v. English for ESL Work 
Program Requirements 
(QSA, 2008c) 
Indicates once in the document (p. 2) that 
“critical reading” should be included in 
each unit as a learning experience but does 
not define it.  
This document suggested 
certain parameters of critical 
literacy and therefore may 
have delimited potential 
constructions of critical 
literacy. 
vi. Draft Senior 
Secondary Curriculum – 
EAL/D (ACARA, 2012) 
NB. This syllabus was 
not yet being taught 
anywhere in Australia at 
the time of completion 
of this study. 
The term critical literacy is not used but 
the concepts of reading texts critically such 
as analysing and evaluating the ways in 
which language choices represent ideas, 
attitudes and values are present. 
This could be generative of 
localised versions of critical 
literacy but could also 
remain vague and under-
utilised if teachers are not 
provided with PD on quality 
approaches to teaching 
critical literacy. 
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5.2.2 The beginnings of the critical enterprise in Queensland in senior English 
EAL/D teaching in senior high schools in Queensland has been informed 
partially by the mainstream English syllabuses and as such the 2002 English syllabus 
is a crucial starting point. Prior to 2002, it was rare to find EAL/D classes in high 
schools that drew on pedagogies that viewed language critically in the way in which 
it was presented in this syllabus. Teachers of EAL/D designed their own curricula 
according to principles of language acquisition and methodology specific to the 
EAL/D discipline. Critical thinking might have been taught “ad hoc” but this was not 
systematically mandated in EAL/D curriculum documents. Critical thinking is 
concerned with “epistemic adequacy” (Burbules & Berk, 1999). In other words, 
recognising fault in arguments, identifying ill-defined concepts and claims that lack 
evidence. Critical literacy is concerned with examining language for the assumptions 
behind arguments, concepts and claims. It unpacks “the systems of belief and action 
that have aggregate effects within power structures of society” (Burbules & Berk 
1999, p. 55). The most critically-oriented syllabus in Queensland at the time was the 
English Senior Syllabus published in 2002 (QBSSSS, 2002). In an attempt to support 
their students within mainstream subjects, many teachers of EAL/D sought to 
understand critical literacy and to use the terms and practices in their own teaching. 
With a scarcity of professional development material available, the 2002 syllabus 
became one of the few points of reference for critical literacy for teachers of EAL/D.  
The 2002 syllabus foregrounded early in the document that a critical approach 
to language study included understanding “how texts reproduce, negotiate or 
challenge ways of thinking and being that are available in a culture at particular 
times, and why readers, viewers and listeners may make different readings from a 
text” (QBSSSS, 2002, p. 1). Central to the view of language study underpinning this 
syllabus was the understanding that “discourse, genre, register and textual features 
interact and are interdependent in texts … [and that] they are used in making 
meaning of, or producing readings from, texts” (QBSSSS, 2002, p. 2). The concept 
of discourse, in this syllabus, drew intentionally on the work of Gee (1990) who 
refers to Discourse as cultural and social practices through which people use 
language to establish identity and membership of groups. This understanding, the 
syllabus states, requires attention to cultural assumptions, value and beliefs 
characteristic of different groups and how these underpin all texts (QBSSSS, 2002).  
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The English Senior Syllabus 2002 (QBSSSS, 2002) was based on an approach 
to language teaching that incorporated the New Literacy Studies view (Gee, 2000; 
Street, 1995, 1996) that language, as the medium of text-based literacy and as the 
primary means through which power structures are upheld and challenged, needs to 
be closely scrutinised. With a robust critical dimension, in accordance with Freebody 
and Luke’s (1990) Four Roles of Literate Practice model (see Chapter 1), the critical 
study of language was one of three general objectives and exit criteria in this 
syllabus: operational, cultural and critical (see Green, 1997 and 2002). Key foci of 
the critical included the constructedness of texts, ideological assumptions in texts, 
representations/silences and reader positions. In the General Objectives section, it 
states that students should demonstrate: 
KNOWLEDGE AND APPLICATION OF THE CONSTRUCTEDNESS OF 
TEXTS  
Through reading, viewing, writing, shaping, listening and speaking/signing, 
students develop and apply knowledge of the ways in which texts are 
selectively constructed and read. In interpreting texts and producing their 
own texts, students demonstrate their knowledge and:  
 make use of their knowledge that discourses shape and are shaped 
by language choices;  
 explore ways that cultural assumptions, values, beliefs and attitudes 
underpin texts;  
 choose ways to represent concepts, and the relationships and 
identities of individuals, groups, times and places;  
 consider ways that readers, viewers or listeners are invited to take up 
positions in relation to texts or parts of texts, and make decisions 
about which reading position to adopt;  
 make choices about how to invite readers or viewers of, or listeners 
to, their own texts to take up positions in relation to the text or 
parts of the text  
(QBSSSS, 2002, p. 4, emphasis added) 
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5.2.3 The critical agenda gains traction officially within the high school EAL/D 
discipline 
In 2007, the first syllabus for EAL/D senior students in Queensland was 
published, ushering in a new era of policy planning for culturally and linguistically 
diverse learners. It signified a key move toward what other states in Australia had 
been using since the 1990s (e.g., Victorian ESL Curriculum Framework); that is, a 
specialised program of study designed for EAL/D learners in regular high school 
settings, taking into account their unique learning backgrounds, needs and goals. As 
the first of its kind in Queensland, this policy was an important step toward 
recognising particular knowledge, skills and pedagogies required by EAL/D learners 
and it also provided another valuable model of a workable differentiated curriculum. 
As a trial syllabus, the English for ESL Learners Senior Syllabus (QSA, 2007) 
sought to set out broad parameters around which to base the teaching of English to 
culturally and linguistically diverse learners from both international fee-paying 
backgrounds and immigrant and refugee backgrounds. Such a broad commission is 
difficult to fulfil, as each of these groups has particular learning profiles, and there 
are certain political and economic agendas behind the provision of policies and 
services for each of these groups. For example, international students bring in 
revenue for the education sector whereas refugee learners do not. In the form in 
which it first appeared in 2007, the English for ESL Learners Senior Syllabus 
suggested a range of critical literacy notions that linked closely to the English Senior 
Syllabus 2002. This is hardly surprising given teachers of EAL/D had been 
scaffolding critical literacy learning with their EAL/D learners, as a supplement to 
their students’ mainstream critical literacy classroom work for the previous five 
years. For example, section 4.3 called “Areas of Study” in the English for ESL 
Learners Senior Syllabus (QSA, 2007) states: 
Critical reading. In all areas of study it is expected students will learn to 
read critically. This involves:  
 analysing texts (e.g., subject matter, author, audience, purpose, 
positioning)  
 selection and exclusion of content/information (e.g., gaps and 
silences) 
 marginalisation  
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 use of language (e.g., idiom, emotive language)  
 how attitudes, values and beliefs impact on construction and 
interpretation of texts.  
(p. 11) 
The first incarnation of the English for ESL Learners Senior Syllabus (2007), 
therefore, allowed teachers of EAL/D the possibility of utilising the knowledge and 
skills they had developed in relation to the critical study of language within the five 
years between 2002 and 2007. It will be recalled from Chapter 1 that the workshop I 
ran for these teachers was held in 2004, at the height of the confusion around critical 
literacy. It was attended by over 40 local teachers of EAL/D. The 2002 syllabus 
ceased to function as the official syllabus at the end of 2009, but it is of interest to 
see the residual impact of its understandings of language study on teachers of EAL/D 
in this study. Furthermore, of interest to this chapter is the fact that the study of 
“representations” is not evident in this description of critical reading and yet the 
teachers in this research study determined this to be a fundamental aspect of critical 
literacy pedagogy. I discuss this fully in section 5.3. 
The English for ESL Sample Work Program (QSA, 2008b), provided as a 
model on the Queensland Studies Authority website, contains two key sections that 
present a clear commitment to critical literacy as it was presented in the Senior 
English 2002 syllabus document. Firstly, it outlines the types of subject matter 
teachers may draw on in designing the six units to be covered over Year 11 and Year 
12. It calls for students to undertake a unit on the immigration debate in which: 
Students will analyse a variety of texts to discuss the ways that language 
choices can influence how a group or issue is perceived by an audience/presented to 
an audience/ designed to position an audience. They will explore how language can 
be a powerful tool in constructing / shaping / representing a group, concept, issue etc. 
(QSA, 2008b, p. 4) 
In a unit on advertising, the sample program recommends that: 
Students will examine advertising in a variety of media. They will analyse 
the techniques advertisers use to persuade audiences. They will explore the 
ways that advertising: 
Represents versions of the world 
Shapes ways about how the world should be 
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Positions readers to be included/excluded 
Uses stereotypes to shape meanings.  
(QSA, 2008b, p. 4) 
Similarly, in a unit on social issues, the sample program suggests that: 
Students will analyse the ways that social issues are presented in the media 
and will deconstruct particular texts to discuss the effect that language 
choices have on audiences. They will discuss how one issue can be presented 
in different ways according to the writer/speaker/shaper and the target 
audience. (QSA, 2008b, p. 4) 
While these samples are not as explicit as in the English Senior Syllabus 
(QBSSSS, 2002), key terms and practices relating to critical literacy are similar. This 
has implications for the way teachers of EAL/D conceptualised and practised critical 
literacy. 
Secondly, the work program sample specifies “critical reading” as a dimension 
of the course and defines critical reading in exactly the same way as the 2002 
syllabus (QBSSSS, 2002): 
analysing texts (e.g., subject matter, author, audience, purpose, positioning)  
selection and exclusion of content/information (e.g., gaps and silences)  
marginalisation  
use of language (e.g., idiom, emotive language)  
how attitudes, values and beliefs impact on construction and interpretation of 
texts.  
(QSA, 2008b, p. 7) 
This suggests a number of possibilities. One possibility is that EAL/D teachers 
have become aware of the value of the critical study of language and continue to 
value its place in the teaching of language, despite the shifting sands around them. 
Another possibility is that published sample work programs have not yet “caught up” 
with the changes made in March 2009 to the English for ESL Learners Senior 
Syllabus (QSA, 2007 amended 2009) as these sample work programs take time to 
conceptualise, develop, publish and distribute. Either way, it is feasible to suggest 
that EAL/D teaching frameworks were at the time presenting configurations of 
language study planning that were at odds with trends in mainstream syllabus 
production where the focus on critical literacy was waning.  
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The use of the term “critical reading” in this document is of interest given the 
differences between critical reading and critical literacy (Cervetti, Pardales & 
Damico, 2001), and Burbules and Berk’s (1999) explication of the epistemic 
reference points of critical thinking as opposed to critical pedagogy, as discussed in 
the previous chapter. The use of critical reading may indicate discomfort with the 
term “critical literacy”, given the media debate since 2004 surrounding the term. The 
term was judiciously avoided for this reason. Alternatively, it may indicate a lack of 
knowledge by the authors (school-based teachers) as to the conceptual differences 
between critical reading and critical literacy. In any case, an attempt has been made 
to rename or word differently the critical approach to language study in this 
document through the use of this term. As a result, the ways in which teachers then 
take up this concept is also potentially open to variation and change.  
5.2.4 The post-critical turn? 
Comber (2001) reminds us that critical literacies are bargained over in the 
midst of divergent sets of expectations from many stakeholders: “What counts as 
critical literacy varies in relation to competing ideologies, discourses and cultural 
practices” (p. 277). Serious bargaining over various approaches to literacy teaching 
in Australia has occurred in recent years with the introduction of the first, nation-
wide Australian Curriculum. However, in Queensland, the opportunity to bargain for 
what counts as literacy was restricted with the 2008 version of the English Senior 
syllabus (QSA, 2008) going directly to open implementation with mainstream 
learners in half the schools in the state with no trial. The implications of this are that 
teachers had no opportunity to enact the syllabus for trial purposes, or to provide 
feedback.  
A mixture of frameworks for engaging with texts is named in the English 
Senior Syllabus (QSA, 2008d) including (in the order listed in the syllabus): Literary 
Criticism, Personal Growth and Reader Response models and a Socio-cultural 
approach. It suggests that teachers using critical theory might (my emphasis) 
 examine meaning within texts by considering the purpose for the 
text and the composer’s motives; 
 examine a text’s ideologies to expose the set of prevailing interests it 
endorses; 
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 challenge the way texts represent identities, concepts, times, and 
places; 
 seek alternative and critical readings of texts; and 
 encourage students to take a stance on issues and provide 
opportunities to consider and clarify their own attitudes and values. 
(QSA, 2008d, p. 55).  
These developments could be viewed as policy makers attempting to broaden 
out the base to “make room to move” for teachers (Comber, 2004, p. 2); or 
potentially obscuring the critical enterprise by cobbling together an impossibly broad 
range of theoretical perspectives on language teaching and foregrounding more 
traditional technical-processing approaches. The lack of clarity around the various 
perspectives drawn on in this syllabus, along with the elimination of a distinct critical 
approach was possibly also a reaction to the preoccupation with accountability in 
language and literacy education in Queensland and Australia (Comber & Nixon, 
2009). A testing regime requires measurable outcomes and quantifiable skills. As 
mentioned in Chapter 1, the Robinson report (2008) revealed that teachers of senior 
EAL/D were unsure how to teach and assess “criticality” in language teaching. Such 
an admission might run the risk of seeing critical approaches lose their place as they 
cannot contribute to the computable skills that are increasingly demanded by 
education jurisdictions today. Despite this, the teachers in this study showed that they 
continued to use a critical approach to language teaching, as displayed in section 5.3.  
The lexis of the English Senior Syllabus (QSA, 2008d) also signifies a 
diminished version of the socio-cultural view of language with less emphasis on 
critical study of language. Words like “values, practices; perspectives; 
representations of concepts; identities” suggest a critical approach yet the document 
proceeds on pages 16 and 17 to suggest this is only one of a range of models to 
choose from. Aesthetic appreciation is named specifically, re-emerging from earlier 
Cultural Heritage models of teaching English. “Critical thought” is mentioned once 
on page 7 but is not explained as it was in the previous syllabus. A very general 
reference to a critical approach to language study in the General Objectives section is 
found in the following statement:  
By the conclusion of the course, through reading, viewing, writing, shaping, 
listening and speaking/signing, students should: 
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 analyse and use the language which expresses the knowledge, ideas, 
values and practices that underpin texts 
 express and evaluate perspectives in texts or parts of texts 
 make and evaluate representations of concepts, identities (groups 
and individuals), times and place 
 infer from, evaluate and use the ideas, information and images that 
influence readers 
 experiment with and evaluate a range of aesthetic features in written, 
spoken/signed and multimodal texts.  
(QSA, 2008d, p. 9) 
The English Senior Syllabus (QSA, 2008d) expunged the use of the terms “critical 
literacy” and “Discourse” and offered the following construction of the socio-cultural 
approach: 
Engaging with texts through the socio-cultural approach 
Possible learning activities derived from the socio-cultural approach to texts 
may include: 
 developing knowledge of a range of genres, and creating texts by 
experimenting with genres and their generic features for particular 
audiences and purposes 
 examining and experimenting with the ways language choices 
influence and are influenced by relationships between text producers 
and users 
 analysing different representations of identities, concepts, issues, 
times and places 
 analysing and/or intervening in texts to explore the ways in which 
texts have been written to invite particular meanings.  
(QSA, 2008d, p. 17) 
The first of these two points is synonymous with the text-context or early functional 
view of language that first emerged in the English Senior Syllabus in 1987 
(QBSSSS, 1987). The remaining two points are commensurate with the version of 
critical literacy found in the 2002 syllabus (QBSSSS, 2002). In doing so, the syllabus 
harks back, in part, to an era where language teaching was more prescriptive and 
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outcomes could be more predictable. These two features work well within an 
environment of high accountability where standards can be more readily assured, and 
of increasing cultural and linguistic diversity where teaching is more complicated 
and certainties are sought after. Of note also is the use of modality (“possible” and 
“may) make it far less prescriptive than previous syllabuses. However, it could also 
be interpreted as being sufficiently broad as to allow teachers professional scope to 
draw on a range of models of English teaching.  
Correspondingly, the amended version of the English for ESL Learners (QSA, 
2007 amended 2009) seems to have removed much of the scope for critical literacy 
and has reconstituted the teaching of English as a second language in more 
traditional ways. The current preoccupation with accountability in language and 
literacy education in Queensland and Australia (Clarence & Brennan, 2010; Comber 
& Nixon, 2009) means that teachers in the senior high school sector are heavily 
constrained by the requirements of any subject syllabus. In particular, mandated 
assessment instruments used in the verification process to award final grades at the 
end of senior schooling constrain teachers from attempting creative, alternative 
assessment that might otherwise be possible at other levels of education 
I now turn to the particular wordings of the English for ESL Learners Senior 
Syllabus (QSA, 2007 amended 2009) and its instantiations of discourses related to 
critical literacy, and therefore its capacity for “action at a distance” (Fairclough, 
2003). 
This document does not explicitly use the word “critical” and the wordings that 
most closely resemble critical inquiry can be found in the General Objectives section 
through words like analyse; evaluate subject matter; offer a position (QSA, 2007 
amended 2009, p. 5). The General Objectives section of the above syllabus also notes 
that students should be able “to appreciate the relationship between language and 
culture” (p. 4). Again, this can occur in critical or non-critical ways depending on the 
teacher’s perspective and knowledge. The critical literacy concept of discourse (Gee, 
1990; Krasmch, 1998; Fairclough, 2001b) links the concepts of language and culture 
showing the dialectical relationship between the texts a culture produces and the 
invested cultural meanings they both reflect and perpetuate, or construct, resist and 
challenge. A non-critical view, conversely, might limit study to becoming conscious 
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of the historical or cultural contexts that generate texts, for example, exploring the 
world of the 19th century Australian “bush” ballad poet.  
The original syllabus, written in 2007, in consultation with teachers of EAL/D, 
stated: “In all areas of study it is expected students will learn to read critically” 
(QSA, 2007, p. 11). This was removed during the reissuing of the currently used 
iteration of the syllabus in 2009. The 2009 version has ambiguous objectives relating 
to the relationship between language and culture, and few wordings that refer to a 
critical inquiry approach. In addition, the term “critical literacy” does not appear in 
the glossary of the second iteration8. However, “positioning” does appear in the 
glossary and a critical literacy video is listed in the resources for teachers’ section. 
The English for ESL Learners Senior Syllabus (QSA, 2007 amended 2009) lists nine 
possible learning experiences in the Language of the Media unit, only three of which 
suggest, obliquely when compared to previous syllabi, a critical approach to literacy 
teaching. These are:  
 Analysing how vocabulary and verbal, non-verbal, visual, auditory 
and/or language features are selected and used for different purposes 
and audiences;  
 Analysing how the same event is reported and commented on in 
different media; 
 Examining how individuals and groups, times, places, events or 
concepts and their relationships with one another are represented in 
written or spoken and/or multimodal texts such as documentaries, 
feature articles, television and radio news broadcasts. 
(QSA, 2007 amended 2009, p. 18) 
The third learning experience listed above offers the clearest emphasis on the 
critical through the use of the word “represented”, and this syllabus also suggests 
evaluating representations in two or more media texts. It is important to note here 
that the first two suggested learning experiences (activities or tasks) listed above 
could easily be treated a-critically using, for instance, an early text-in-context 
Language Skills model of teaching English, which did not include teaching about 
                                                 
 
8 The term “critical literacy” also does not appear in any of the current Queensland English syllabus 
frameworks or in the Australian Curriculum as at 2014.  
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Discourse9. Thomson (2004) outlines a range of contemporary models of teaching 
English in Australia from which teachers can draw (see Appendix F). More recently, 
senior English teachers in Australia are being encouraged by policy documents to 
choose learning experiences that “draw on a range of pedagogical approaches” 
(QSA, 2010, p.10). This aligns with Kumaravadivelu’s (2001) call for situation-
specific, needs-based pedagogy within TESOL education more broadly. However, it 
does require that teachers are kept fully informed of a range of approaches through 
professional development.  
In addition, the syllabus suggests nine possible learning experiences for the 
Language of Literature unit, only two of which are critical in orientation. These are: 
Identifying the individuals, groups, times, places and issues that are 
represented in a variety of literary texts; make and justify decisions about 
why they are represented in similar and/or different ways. 
Evaluating how and why particular literary texts from different times, places 
and cultures may or may not be relevant to contemporary learners or society.  
(QSA, 2007 amended 2009, p. 18) 
In terms of assessment, the current English for ESL Learners Senior Syllabus (QSA, 
2007 amended 2009) requires that student “verification folios” are collected over the 
course of the senior program to be used as evidence of each student’s performance 
and overall summative achievement across the state of Queensland. District panels of 
teachers meet to discuss student work and moderate grades awarded. The folios must 
contain a minimum of five and a maximum of six assessment instruments, three or 
four of which must be written, and two or three spoken. One written instrument must 
be a response to literature; one must be an analytic response to a text or texts; and 
one persuasive or reflective text. At least two instruments must assess all three exit 
criteria: knowledge about language; cognitive processes; and communication skills. 
There is no specific requirement for a creative or imaginative response to be included 
in the verification folio, although one written instrument must be “a response to 
literature” (p. 29). Imaginative texts, including those using multimodal resources, are 
                                                 
 
9 The term “Discourse” in the English Senior Syllabus (QBSSSS, 2002) drew on Gee’s (1990) 
definition, i.e., the cultural and social practices through which individuals and groups use language to 
establish their identities and memberships of groups (QBSSSS, 2002, p.47). 
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suggested in the assessment techniques section, but are not required for summative 
assessment purposes. This is significant, especially when compared with the 
mainstream English Senior Syllabus (QSA, 2010), for students with English as a first 
language, which requires an imaginative written piece and has the option of an 
imaginative spoken piece for the verification folio. It appears that the syllabuses 
differ, raising questions about implicit assumptions about EAL/D students and their 
capacity for spoken and imaginative, creative design output. The syllabuses, as 
policies, generate particular modes of governance which impact teachers’ decisions 
about what and how to teach and how and what to assess. This is explored more in 
Chapter 6 where I analyse the ways the four teachers constitute critical literacy in 
their talk and practice, and in Chapter 7 where I explore the ways they position their 
students for critical literacy. 
5.2.5 Governing from a distance: analysis of the wordings of the English for 
ESL Learners Syllabus (QSA, 2007; and 2007 amended 2009)  
In this section of this chapter, I further analyse the wordings in the English for 
ESL Learners Syllabus, in its two incarnations (2007 and 2009), using Transitivity 
tools. Transitivity (Halliday, 1978; 1994) allows the analyst to identify how speakers 
represent aspects of the world; how speakers and writers build up a picture of reality 
through language choices. It focuses on who or what does what, to whom, under 
what circumstances (Butt, 2012 p. 46). It provides the tools to identify who 
(participants), how (processes) and when, where, how and why (circumstances). See 
Chapter 4 for a discussion of the use of Transitivity in CDA analytic method. 
The portions of data analysed here come from the Objectives sections in the 
two versions of the English for ESL Learners Syllabus produced by the QSA.  
Data Extract 1: Cognitive processes  
By the conclusion of the course, students should be able to:  
 select, analyse, synthesise, infer, and critique information from a 
variety of written and spoken sources  
 interpret, evaluate and arrive at conclusions in response to written 
and spoken  texts  
 develop a position and justify interpretations and viewpoints.  
(QSA, 2007, p. 4) 
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Data Extract 2: 3.3 Cognitive processes  
In the Cognitive processes objectives, students analyse, evaluate and 
produce texts to demonstrate how and why meaning is created.  
By the conclusion of the course, in their own work and in response to the 
work of others, students should be able to:  
 select, analyse, synthesise, infer, and evaluate subject matter 
from a variety of written and spoken texts,  
 offer a position, drawing conclusions and justifying decisions 
in response to written and spoken texts.  
(QSA, 2007 amended 2009, p. 5) 
The initial English for ESL learners syllabus published in 2007 was written by 
and in consultation with teachers of EAL/D and contained a broader range of 
processes and participants than its present amended 2009 version.  
Mental processes in the original version included: select; analyse; synthesise; 
infer; critique; interpret; evaluate; arrive at conclusions; develop a position; and the 
syllabus uses one material process, justify. The choice of the word “critique” 
indicates a critical orientation in the Objectives section but it is a significant 
rewording of a term such as “critically analyse” as the word “critique” is ambiguous. 
Participants included: students; information from a wide variety of written and 
spoken sources; conclusions; written and spoken texts; a position; interpretations 
and viewpoints.  
The current 2009 version, however, includes a smaller range of mental 
processes, some of which indicate a critical approach: select; analyse; synthesise; 
infer; evaluate; drawing conclusions, and two material processes: offer a position; 
and justifying. The volume of participant terms included is also reduced: students (x 
2); texts; a variety of written and spoken texts; meaning; work; a position; 
conclusions; decisions. It is particularly interesting to note the removal of the word 
develop (in “develop a (reader) position”) in the original 2007 version (QSA, 2007), 
and the selection of the word offer (“offer a (reader) position”) in the quote from the 
amended version (QSA, 2009) above. This seems to suggest that EAL/D students are 
no longer required, in 2009 and beyond, to think and create perspectives for 
themselves but simply to give one which may not be their own. Equally, the removal 
of the word “viewpoints” suggests that individual positions and perspectives are not 
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valued. These wordings have implications for the way EAL/D learners are perceived 
and positioned, and for how pedagogy is designed for them.  
To illustrate this further, in the historical context of syllabus production, I 
compare the range of processes and participants in each of the syllabuses that have 
ultimately influenced the current English for ESL Learners Syllabus (2009 version). 
The four syllabuses are: Senior English (2002), the official syllabus that introduced 
critical literacy into Senior English study and the syllabus which EAL/D learners had 
to undertake given there was no other option until 200710; Senior English (2008); 
Senior English for ESL (2007) and Senior English for ESL (2007 amended 2009). 
The 2002 syllabus was the basis for the 2007 syllabus. Therefore, the rewriting of the 
2002 mainstream English syllabus in 2008, ostensibly forced the reconfiguration of 
the 2007 ESL syllabus in 2009. The English 2008 syllabus is included in the analysis 
for its historical relationship with the amended English for ESL syllabus 2009. These 
versions are differentiated by years of publication and the changing political, 
educational and social agendas at the time that led to their construction.  
Table 5.2 summarises the range of types of processes and participants 
dominant in the General Objectives section of each syllabus. This analysis allowed 
me to make visible, by contrastive analysis, the way each syllabus constructs critical 
literacy for students who speak English as a first language, and for those who speak 
it as an additional language; and also to map how the wordings relating to critical 
literacy have been filtered over time with changing political, social and educational 
agendas.  
  
                                                 
 
10 A bridging syllabus in 1999 contained considerable critical theory that was scaled back in the 2002 
version. 
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Table 5.2 
Processes and Participants Dominant in the General Objectives Section of the Four Syllabuses 
English 2002 English 2008 ESL 2007 
ESL 2007 
amended 2009 
Processes 
i. Mental (16): 
develop knowledge x 3; 
interpreting x 3;  
taking account of; know; make 
meaning; synthesise; analyse; 
infer from; evaluate; 
substantiate; explore; choose; 
consider; making choices about; 
producing; make decisions 
about 
 
i. Mental (4): 
analyse x 2;  
evaluate x 5; 
infer from;  
experiment with 
 
i. Mental (9):  
select; analyse; 
synthesise; infer; 
critique; interpret; 
evaluate; arrive at 
conclusions; 
develop a position  
 
i. Mental (6): 
select; analyse; 
synthesise; infer; 
evaluate; drawing 
conclusions 
ii. Material (11): 
construct own texts; 
use texts x2; control texts; 
demonstrate knowledge x2; 
select; establish;  
make use of x2;  
use; combining; apply; 
producing texts x 2 
ii. Material (5): 
produce; 
demonstrate; 
use; express; make 
ii. Material (1): 
justify 
ii. Material (2): 
offer a position; 
justifying 
Participants 
(24) 
texts x 16; knowledge x 5; 
students x 4; cultural context/ 
context x 4; genres x 4; 
meanings x 3; choices x 3; 
positions x 3;  
roles and relationships x 3;  
readers x 2, listeners x 2; 
viewers x 2; 
power; distance; affect 
identities; discourses; subject 
matter; literacies as social 
practice; cultural assumptions; 
beliefs, values and attitudes; 
writers 
 
(17) 
students x 2;  
texts x 2; ideas x 2; 
language; 
knowledge; values, 
practices; 
perspectives; 
representations of 
concepts; identities; 
times and places; 
information; 
images; readers; a 
range of aesthetic 
features; written, 
spoken/signed and 
multimodal texts 
 
(7) 
students; 
information from a 
wide variety of 
written and spoken 
sources; 
conclusions; written 
and spoken texts;  
a position; 
interpretations and 
viewpoints 
 
(8) 
students x 2; texts;  
a variety of written 
and spoken texts; 
meaning; work;  
a position; 
conclusions; 
decisions 
 
As can be seen from Table 5.2, one of the most revealing features is the 
progressive reduction of grammatical content related to critical literacy between the 
2002 and 2009 syllabuses. The 2002 Syllabus (QBSSSS, 2002) presents a wide range 
of material and mental Processes that students, as participants, should enact when 
undertaking the critical study of language. (The numbers, e.g., develop knowledge x 
3, indicate the number of times the term is used in the objectives section of the 
particular syllabus). Sixteen mental Processes (or thinking verbs) include: develop 
knowledge (3); interpreting (3); taking account of; know; make meaning; synthesise; 
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analyse; infer from; evaluate; substantiate; explore; choose; consider; making 
choices about; producing; make decisions about. This collection suggests that the 
students are active agents involved in a range of thinking processes in relation to the 
study of language. In addition, the material Processes used provide a range of 
possibilities for active engagement, including construct own texts; use texts (2); 
control texts; demonstrate knowledge (2); select; establish; make use of (2); use; 
combining; apply; producing texts (2). 
Likewise, the entities listed in the General Objectives of the 2002 syllabus 
indicate numerous Participant roles (24) in the application of critical literacy. For 
example, texts (16); knowledge (5);students (4);cultural context/ context (4); genres 
(4); meanings (3); choices (3); positions (3); roles and relationships (3); readers (2); 
listeners (2); viewers (2); power; distance; affect; identities; discourses; subject 
matter; literacies as social practice; cultural assumptions; beliefs, values and 
attitudes; writers. The writers of this syllabus “manipulate(d) the experiential 
meanings of (the English) language” (Butt et al., 2012, p. 99) in order to encode 
critical literacy in a particular way. The range of possible topics and roles for 
engagement with language study open to students is, therefore, rich and multifarious.  
Conversely, examination of the General Objectives section of 2008 syllabus 
reveals a much reduced selection of Processes and Participants. It includes four 
mental Processes (reduced from 16): analyse (2); evaluate (5); infer from; experiment 
with; and five material Processes (reduced from 11): produce; demonstrate; use; 
express; make. Participants include: students (2); texts (2); ideas (2); language; 
knowledge; values, practices; perspectives; representations of concepts; identities; 
times and places; information; images; readers; a range of aesthetic features; 
written, spoken/signed and multimodal texts. This indicates a clear shift in the way 
the study of language is being represented in these documents over the six year 
period. The shift has scaled back the topics of inquiry to less explicitly critical 
subject matter and has condensed learner roles and actions/behaviours to more 
traditional ways of studying language and texts, for example, functional literacy. It 
also explicitly refers to aspects of Leavesite literary criticism (aesthetics), an 
approach to English teaching that some members of the community, such as 
conservative commentator and former Liberal (conservative) party staffer Kevin 
Donnelly, has argued ought to return as a key feature of the English curriculum at the 
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expense of more transformative pedagogy such as critical literacy (e.g., Donnelly, 
2006, 2013). Following suit, the language of the English for ESL Learners Syllabus 
(QSA, 2007 amended 2009) also reflects this “scaling back”, as can be seen in Table 
5.2. The relationship between aesthetics and critical literacy, however, is not as 
diametrically opposed as Donnelly has consistently claimed. I explicated this 
relationship via “critical aesthetics” (Janks, 2010; Misson & Morgan, 2006) in 
Chapter 2, section 2.3.1 and discuss it further in Chapter 6, section 6.3.2.  
In 2012, ACARA launched four draft national syllabuses for the study of 
English in senior high school. One of these, the Senior Secondary English as an 
Additional Language or Dialect Curriculum, was specifically written so that EAL/D 
learners could undertake English at a level that would enable them to apply for 
university and other tertiary courses (as had the English for ESL Learners Senior 
Syllabus (QSA, 2007) in Queensland). In the ACARA document, critical literacy is 
not mentioned, though reference to the General Capabilities of “Critical and Creative 
Thinking” is present, and students are expected to “analyse and evaluate issues and 
ideas generated and presented in texts” (ACARA, 2012, p. 9). The English as an 
Additional Language or Dialect Curriculum aims to develop “higher order thinking 
skills… including critical analysis” (p. 1) and three of the four units to be taught over 
the two years of senior schooling involve some critical orientation, for example, 
exploring the ways in which “language choices shape meaning and influence 
audiences” and analysing “the representation of ideas, attitudes and values and how 
these vary across cultures and within different contexts, particularly the Australian 
context” (p. 3).  
In 2010, in providing feedback on the scope of “literacy” as defined in the draft 
Australian Curriculum, the Australian Council of TESOL Associations (ACTA) 
gathered input from teachers of EAL/D learners nationwide, across their constituent 
state associations. In their submission to ACARA, they made the following points: 
The statement regarding literacy  
does not sufficiently communicate the idea that writers and texts have the 
power to influence thinking and behaviour and the need for students to 
develop critical literacy skills. ACTA recommends reframing the definition 
as follows: 
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“To comprehend, engage with and respond to, and compose effective texts 
students need to: 
• Understand the purpose and structure of different types of texts – learning 
how texts are consciously constructed by socially and culturally situated 
writers with particular purposes in mind (text purposes and structures)” 
(ACTA, 2010, p. 7, emphasis added). 
The current version of the ACARA General Capabilities Scope of Literacy 
statement does not include such a focus on critical literacy. Instead it states, rather 
circumspectly, that literacy enables students “to understand how the English 
language works in different social contexts and critically assess writers’ opinions, 
bias and intent” (ACARA, 2013c).  
This syllabus did not guide the four teachers in this study and so it remains 
extraneous to the analysis presented here. However, it will be of interest to see how 
this policy will influence teacher’s conceptualisation and practice of critical literacy 
in the future. 
Educational policy matters as it conveys to educators and the interested 
community the what, how and why of institutionally prioritised educational 
practices. As an instrument of such communication, policy can be viewed as the 
captured essence of values (Ball, 1990). Values presented in policy documents are 
mediated by words (Taylor, Rizvi, Lingard & Henry, 1997) and are therefore, by 
necessity, distilled or coalesced representations of much more complex positions and 
assumptions. Critical analysis of policy relating to education is useful in order to 
make visible its possibilities and limitations (Stevens, 2003), in relation to specific 
contexts which often precede policy. Context provides the material milieu for 
observing the distinctive situated implications of policy as it is enacted (Ball et al., 
2012, p. 19). The language used to construct the particular policy documents in this 
study is significant as they “word up” the world of teaching EAL/D in certain ways 
and contribute to the sets of discourses circulating from which teachers draw. 
From the shifts indicated in the preceding section, it is reasonable to suggest 
that the possibilities for critical engagement with texts in senior English teaching are 
officially in the process of decline. Ramanathan and Morgan (2007) advise, however, 
that it is time to move beyond describing how language policies sustain or create 
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inequality – something of a given – “to spaces where we become cognizant of our 
agentive roles in their enactment” (p. 450). The current Australian government’s 
productivity agenda has led to a standardised national curriculum and a sharp 
increase in bureaucratic duties for teachers such as reporting, and national, 
standardised assessment. In response, teachers have been found to “downplay their 
professional knowledge and discretionary judgement and practice with respect to 
student learning” (Comber & Nixon, 2009, p. 338). This study purposefully pursues 
such evidence of teachers’ professional knowledge, judgement and practice with 
respect to critical literacy teaching with EAL/D learners. 
5.2.6 Section summary  
In the preceding subsections, I have outlined the critical orientation of key 
documents steering the teaching of English in Queensland, from which teachers of 
EAL/D learners draw. The documents indicate a distinct shift in commitment to 
critical language pedagogy. Tentative configurations of critical literacy, unique in the 
teaching of EAL/D in this context, are evident in the English for ESL Syllabus (QSA, 
2007) and the English for ESL Sample Work Program (QSA, 2008b). This was 
followed by a sharp turn in 2009 away from the critical enterprise toward more 
traditional notions of language education in both the English and EAL/D syllabuses.     
5.3 RECONTEXTUALISATION: RESCALING CRITICAL LITERACY 
FOR SENIOR EAL/D LEARNERS 
In order to follow the institutional genre chain further, I now turn to the 
teachers themselves to investigate their responses and recontextualisation of the 
syllabus in their classroom practices. Genres, according to Fairclough (2003) sustain 
“scalar relations between the local, the national, the regional…and the global” 
(pp. 33-34). As such, changes in genres contribute to rescaling social life, in this 
case, the institutional life of teachers and students. Rescaling refers to “the 
transformation of social relations between the local, national, (macro-) regional and 
global scales of social life” (Fairclough, 2006, p. 27). Social relations between social 
agents can be at different levels: individual, group or organisational. These social 
relations vary in terms of power or social hierarchy, and solidarity or social distance 
(Brown & Gilman, 1960). Teachers have a powerful role to play in this process and 
their agency or otherwise, is fundamental to this rescaling activity. Their “capacity to 
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influence or control processes of mediation is an important aspect of power” 
(Fairclough, 2003, p. 31) in contemporary education. As Janks (2014) argues, “the 
point about recontextualisation is that the new context changes the meaning of the 
original” (p. 37). The meaning of critical literacy in policy documents then, is 
inevitably changed in the hands of different teachers, in different contexts, with 
different learners, as they draw on their professional knowledge and skills. 
As outlined in the methodology chapter, an initial analytic move was to locate 
key themes in the interview transcripts and the school-based planning documents 
using inductive coding methods (Saldaña, 2009). The list of themes identified is 
located in Appendix C. One of these themes is the range of “learning experiences” 
(or broad activities or tasks), chosen by the teachers for their particular students, 
from the list suggested in the English for ESL Learners Senior Syllabus (QSA, 2007 
amended 2009). This information is a useful reminder of the limited extent to which 
this syllabus foregrounds critical literacy (see section 5.2.4 in this chapter), and the 
particular “unavoidably partial selection” (Green, 2002, p. 9) these four teachers 
have made regarding suggested classroom learning experiences and assessment tools. 
In turn, this helps to interpret the subsequent constitution of critical literacy by these 
four particular teachers and its relative importance for them in this context, which I 
discuss in detail in Chapter 6.  
5.3.1 Selecting key learning experiences  
In looking across all of the interview and classroom data and school-based 
documents it was apparent that the teachers selected a significant critical literacy 
focus in their curriculum design decisions. Table 5.3 shows the particular key 
learning experiences and assessment items that featured in the practice of the four 
teachers and that were laid out in their senior Work Programs11.  
  
                                                 
 
11 In Queensland, Australia, teachers prepare school-based Work Programs for Years 11 and 12 
subjects that interpret the syllabus and guide the enactment of the syllabus. It involves teachers, 
especially Heads of Department being familiar with the syllabus and then making decisions about 
study areas, topics, learning experiences, resources and assessment instruments for local learners. The 
work program is often developed collaboratively among teachers on staff. 
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Table 5.3 
Key Syllabus Learning Experiences and Assessment Items by Site and Teacher 
School Unit of work 
Key critical literacy learning 
experiences chosen from the syllabus 
for the school Work Programs
a
 
School-based  
assessment items 
Beacon 
High 
 
Margot 
Year 11 
Language of 
the Media 
i. Examining how individuals and groups, 
times, places, events or concepts and their 
relationships with one another are 
represented in written or spoken and/or 
multimodal texts such as documentaries, 
feature articles, television and radio news 
broadcasts.  
ii. Analysing how vocabulary and verbal, 
non-verbal, visual, auditory and/or 
language features are selected and used 
for different purposes and audiences.   
i. Written investigative 
report on the ways in 
which the media represent 
groups in society (e.g., 
women in sport, refugees, 
aged people, youth). 600-
800 words. 
ii. Individual oral 
presentation of the 
investigative report. 3-4 
mins in class. 
Celia 
Year 12 
  
Language of 
Literature/ 
Language of 
Academic 
Learning and 
Language of 
the Media 
(combined 
unit) 
i. Identifying the individuals, groups, 
times, places and issues that are 
represented in a variety of literary texts; 
make and justify decisions about why they 
are represented in similar and/or different 
ways. 
(Celia scoped the unit to the study of three 
texts – Animal Farm by George Orwell, 
Martin Luther King’s I Have a Dream 
speech and sections of Macbeth by 
William Shakespeare revealing the theme 
of oppression). 
i. Written persuasive text – 
hortatory speech calling a 
group of people to action 
in relation to some aspect 
of the unit theme – 
oppression. 800-1000 
words. 
ii. Oral presentation of 
analytical investigation 
into the theme of 
oppression, as represented 
in a range of class texts, in 
the form of a radio 
presentation. 7-10 mins 
(audio-recorded). 
Riverdale 
High 
 
Riva and 
Lucas 
Year 11 
Language of 
the Media 
i. Examining how individuals and groups, 
times, places, events or concepts and their 
relationships with one another are 
represented in written or spoken and/or 
multimodal texts such as documentaries, 
feature articles, television and radio news 
broadcasts.  
ii. Analysing how vocabulary and verbal, 
non-verbal, visual, auditory and/or 
language features are selected and used 
for different purposes and audiences.   
i. Written analytical 
exposition of multimodal 
techniques used to 
represent point of view in 
an online documentary. 
Exam conditions. 500-600 
words. 
ii. Written feature article 
profiling a person of media 
interest. 600-800 words. 
a These wordings are taken directly from the English for ESL Learners Senior Syllabus (QSA, 2007 
amended 2009, pp. 17-18). 
Riva (at Riverdale High) and Margot (at Beacon High) were largely 
responsible for selecting these key learning experiences in their roles as senior 
teachers and writers of the senior EAL/D Work Programs for their respective 
schools. Table 5.3 shows that the senior teachers in both sites have selected a range 
of critical literacy tasks suggested by the syllabus, and have used their own “adaptive 
expertise” (Hammerness, Darling-Hammond, & Bransford, 2005, p. 360) or the 
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ability to adjust and generate curriculum in relation to student cohort variables. The 
teachers in this study have fore-grounded critical literacy in their curriculum and 
pedagogy, when they were not specifically called to do so by the syllabus. In doing 
so, they are valuing it as an approach to literacy teaching with EAL/D learners, and 
they are mediating a discourse of governance – constituted by national curriculum 
documents, state-based syllabuses and school expectations – as well as a specific 
genre of governance, the English for ESL Learners Syllabus (QSA, 2007 amended 
2009). 
Lucas (at Riverdale High) and Celia (at Beacon High) had less control over 
which learning experiences were chosen due to their less senior positions on staff. 
This decision-making process was commented on by both Celia and Lucas in 
interviews. For example, I asked Lucas if he would change anything about the 
program, in particular in relation to the strong emphasis on Western “essayist 
literacy” (Allison, 2011; Ivanic, 1998; Street, 1984). 
Lucas: If given the opportunity, I think that they’d [his students] jump at 
the chance to use … digital media. 
JA: So with the current work program, curriculum that you’re using, 
what would you change, if anything, if you could in the future? 
Lucas: I’m just thinking of the “PC” way to say it, round about. I like 
aspects of our current work program. I particularly like the Year 12 
work program. I think there are aspects about the Year 11 work 
program that could use a little bit of tweaking and those are – I’m a 
big fan of making things as current and relevant as possible which 
is why I like using digital media, even though that in itself is a 
couple of years old …. When I was first here I taught A Man for All 
Seasons by Robert Bolt which is a favourite of [another staff 
member] and I couldn’t stand it. 
 (Interview 3, November 2, 2010; lines 432-446) 
Similarly, Celia referred several times to Margot’s experience and how she 
relies on Margot’s background knowledge: “If they [the students] want to be making 
comparisons between [Margot] and I they’re bound to be able to see that depth of 
experience that she brings to the lesson and that depth is missing from my 
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preparation or delivery or whatever” (Celia, Interview 2, February 23, 2010; lines 
363-366); and, 
Celia: For example, and I’m borrowing from [Margot] here because she 
talks about – she has to tell me because she knows – she’s done this 
with the Year 12s before – we talk about Malcolm X and we talk 
about Martin Luther King.  
 (Interview 1, February 8, 2010; lines 486-488)  
These are important contextual relationship factors as they serve as further 
layers of constraint over the recontextualisation of critical literacy in the two sites. 
They affect Lucas and Celia’s power in the hierarchy of personnel involved in the 
production of the genres within the genre chain. This is explored further in Chapter 6 
in relation to how the teachers construct critical literacy in their talk and practice. 
The two sites differed in terms of when critical literacy was included in the 
Year 11 program. It is important to recall that the cohort at Riverdale is comprised of 
a broad range of migrant and international students and only a few refugee-
background learners with interrupted schooling. Conversely, Beacon High students 
are mostly from refugee backgrounds with lower language proficiency levels than 
those at Riverdale High where some students are at Bandscales level 612 in Year 11 
and whose destinations are almost exclusively tertiary study.  
At Beacon High, critical literacy was explicitly taught in term 1 through an 
investigative report task on media representations (see Beacon High School Year 11 
Term 1 Language of the Media Unit Outline in Appendix H). Margot had explicit 
reasons for this, as she explained in the second interview: 
Margot: A lot of schools …. are choosing to do fluffy stuff at the beginning 
[of Year 11]. 
JA: What’s “fluffy stuff”? 
Margot: Oh, monologues, personal recounts. “How do you understand the 
concept of hero?”, which is like a personal response kind of thing, 
                                                 
 
12 For descriptors of language proficiency at this level, see P. McKay, C. Hudson, M. Newton, and J. 
Guse (Eds.), 2007, Assessing, Monitoring and Understanding English as a Second Language in 
Schools: The NLLIA ESL Bandscales Version 2. Brisbane: Queensland University of Technology and 
Independent Schools Queensland. 
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and I just think any kind of personal writing is always easier than a 
more formal kind of writing…I could have easily done an 
investigative report and said, “Write me a report about animals in 
the Antarctic” which would just be simple fact finding without 
actually viewing and judging and evaluating and trying to 
understand why it’s been said in this particular way. 
 (Margot, Interview 2, March 10, 2010; lines 173-217) 
Margot does not shy away from “intellectually substantive and critical 
education” (A. Luke & Dooley, 2011, p. 4), setting high challenge tasks (Hammond, 
2008) for her predominately refugee-background learners. Her students are from 
Afghanistan, Sudan, Burundi, Somalia, Iraq, Congo, Ethiopia, Uganda, as well as 
China and are at levels 4-5 on the ESL Bandscales (McKay et al., 2007) for Reading 
and Writing.13 In addition, like Wallace (2003), Margot taught her EAL/D students to 
question powerful discourses rather than “domesticating” (Norton, 2013) them by 
teaching them how to fit in with dominant culture. Margot’s selection of learning 
experiences is an example of what A. Luke and Dooley (2011) argue is a key feature 
of critical approaches to second language teaching as a curriculum strategy to 
remedy educational disadvantage: “Critical approaches to TESOL attempt to shift the 
balance of conventional TESOL, focusing on the enfranchisement of the life worlds 
and voices of students’ communities and cultures and a direct engagement with 
codes and texts of power” (p. 5). However, it is significant that Margot sees personal 
writing as “fluffy stuff” when it could also include an interrogation of one’s beliefs 
and attitudes and how these might be socially and culturally constructed and can be 
maintained to endorse certain power relations.  
At Riverdale High, the program begins with academic report writing in Term 1 
and is staged to move from the analysis of literature and poetry in Terms 2 and 3, 
where students are taught to apply the concepts of representation and positioning, to 
the explicit critical literacy analysis of media texts in Term 4. See Appendix G for an 
overview of the topics and assessment covered in Year 11 at Riverdale High. The 
Term 4 unit of work had as its teaching focus and core subject matter, critical literacy 
                                                 
 
13 This level equates approximately to the “Developing” level in the ACARA EAL/D Learning 
Progression document. Appendix O presents the descriptor for this level for Years 7-10. There are no 
language descriptors for senior schooling stages. 
138  Conceptualisation and enactment of critical literacy for senior high school EAL learners 
concepts such as “readings, positioning, privileging and marginalising and gaps and 
silences; features of visual texts, construction techniques of visual texts; and 
exploring how language of the media is shaped by culture” (Riverdale High School 
Year 11 Term 4 Language of the Media Unit Outline – see Appendix H). Riva had 
explicit reasons for this choice of timing: 
Riva: … at the end of the year we do a visual analysis, analysis of visual 
text, and we do a documentary and we explicitly teach critical 
literacy. It’s like NOW you can do all the basic stuff; now you’re 
confident, now you’ve got your head around this, it’s time for 
critical literacy… They’ve got a good foundation. And I go in there 
and I say “you’ve been learning how to analyse, you know how to 
analyse in a cognitive way, now we’re going to look at analysing in 
a whole different way which will make it totally different from what 
you’re used to but which is common in Australian society” and we 
talk a little bit about disrespect for politicians and all that sort of 
thing [inaudible] critical analysis and you’re going to have to learn 
these terms and these concepts and we get into it … so it’s very 
explicit.  
 (Riva, Interview 1, March 17, 2010; lines 306-320) 
A second reason why report writing, and not critical literacy, is taught in Term 
1 is that report writing is done in other subjects such as Biology and Business in 
Term 1 at Riverdale High. By simultaneously teaching report writing across various 
subjects, students are provided with greater scaffolding for their report writing, with 
the intention of producing better outcomes. Critical literacy is not taught explicitly in 
other senior subjects. It remains the purview of the English department, although 
some critical concepts are drawn on in subjects such as History. Priority is often 
given by secondary schools to other aspects of literacy, such as access to genres 
required commonly across the curriculum.  
Planning decisions such as these raise questions about the presence of critical 
literacy given the nature of the work EAL/D teachers are engaged in more broadly. 
These teachers are often seen as “support” teachers for content areas that are afforded 
more importance in school curricula (Davison, 2006), and who are often positioned 
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epistemologically as unequal to content area teachers (Arkoudis, 2006). Teachers of 
EAL/D in Australia have historically provided their learners14 with access to 
dominant forms of knowledge valued by schooling, and the genres that inscribe this 
knowledge, such as academic reports. Therefore, the struggle over the priority 
afforded to critical literacy and the very nature of critical literacy for EAL/D learners 
is affected by these relationships. This has repercussions for how the teachers in 
these schools conceptualise and enact critical literacy, which I explore further in 
Chapter 6. 
Thus far, I have shown how the policy documents reduced the overt emphasis 
on critical literacy over the years between 2002 and 2009, while the teachers retained 
critical literacy in school-based work programs and unit outlines. In the next section 
(section 5.4), I explore classroom interaction, as a genre, to further investigate how 
the teachers continued the struggle over the discursive rescaling of critical literacy.  
As explained in section 5.2, a filtering process occurs along a genre chain with 
the chain serving to regulate which discourses are finally included and excluded 
(Fairclough, 2003). In this study, the analysis showed that rather than filtering out a 
critical literacy focus in senior English teaching, which is what the wordings of the 
2009 syllabus indicated, the teachers filtered it back in, or retained it as part of their 
teaching repertoire, in ways their learners could comprehend. This resonates with 
Fairclough’s (2003) view that events (texts, interactions) are not instantiations of 
particular predetermined genres, but rather are drawn from socially available 
resources of genres “in potentially complex and creative ways” (p. 69).  
One particular event that influenced these teachers was the way in which the 
2009 version of the syllabus was presented to them. Both Riva and Margot reported 
in the interviews that they, and other teachers of EAL/D learners, felt disempowered 
by the process by which the amended syllabus was produced in 2009. According to 
both Riva and Margot, the original 2007 syllabus had been written in consultation 
with teachers of EAL/D and contained a range of specific language learning elements 
they felt were important for their learners, for example, allocated time to teach 
                                                 
 
14 The support provided by EAL/D teachers has also benefitted first language (L1) users of English. 
At Riverdale High, the mainstream English teachers often use the scaffolding materials generated by 
the EAL/D teachers with their own L1 learners.  
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academic language and grammar, and oral language development. Riva reported that 
the 2009 version of the syllabus has “lost its ESL-ness” (Riva, Interview 1, March 
17, 2010) and now resembled more of a mainstream English syllabus. She reported: 
“[The QSA] got up on the last day [of a state conference] and said ‘here is the new 
syllabus’ and handed it out … and it was hysterical because they’d written it without 
recourse ... without any consultation with anybody”. Margot spoke of the effect this 
unexpected change had on her and her colleagues: “The fact that there had been no 
consultation, we felt that this was thrust on us and we just feel, kind of, like, 
disempowered” (Margot, Interview 1, February 3, 2010). The decision to remove the 
“ESL-ness” of the syllabus and to make it more generic was to enable mainstream 
teachers of subject English to teach the syllabus. This was due to a shortage of 
teachers with specific EAL/D training, as noted by Robinson (2010) in her report on 
the implementation of the trial of the syllabus. Mainstream teachers of senior English 
were not qualified to teach the specifics of metalanguage to learners who are learning 
English as an additional language.  
As Allison (2011) argues, the version of critical literacy encouraged by 
mainstream Queensland syllabus documents, and the more recent Australian national 
curriculum, disadvantages EAL/D learners as it privileges Western forms of written 
discourse, thereby disregarding diversity of response, a tenet of critical pedagogy. 
The hasty changes made to the English for ESL Learners Senior Syllabus (QSA, 
2007 amended 2009), to align it more closely with the mainstream English syllabus, 
mean that the ESL syllabus now also disadvantages EAL/D learners, the very 
learners for whom it was meant to differentiate learning. It is against this problematic 
backdrop that the recontextualisation of this syllabus (as a genre of power) takes 
place. It is also what makes the enactment of this syllabus by ESL-qualified teachers, 
and their potential agency in doing so, worthy of investigation.  
5.4 RECONTEXTUALISATION IN ACTION – EXPLORING 
CLASSROOM INTERACTIONS 
Fairclough (2003) suggests that there are four recontextualising principles in 
any genre: “the degree of abstraction from concrete events; presence or absence of 
particular elements; the order events are presented in; and additions such as 
explanations, legitimations and evaluations” (p. 139). I use these four principles to 
explore the ways the teachers recontextualised critical literacy at this point in the 
Chapter 5: Recontextualising Genres of Governance: Critical Literacy from Curriculum to Classroom 141 
genre chain15: through classroom talk. To do so, I draw on the Systemic Functional 
Linguistics construct of mode continuum (Martin, 1984) and specifically the concept 
of mode-shifting, focusing on modes of talk, to demonstrate the rescaling of critical 
literacy in the teachers’ talk with their students. The teacher talk in each data extract 
is divided into three registers – situationally-embedded language or talk that contains 
exophoric reference and relies on the immediate context for their interpretation 
(Gibbons, 2003); everyday informal language and critical literacy formal jargon. 
Gibbons (2003), in her analysis of language classroom talk, refers to this as “mode-
shifting” – or the shunting back and forth between everyday language, technical 
language and situation-specific language – and argues it is a key feature of classroom 
interaction as a genre.  
As outlined in Chapter 4, Fairclough (2003) maintains that agency relates to 
achieving social identity through assuming social roles and enacting them in a 
distinct way. I use mode-shifting as a tool to analyse ways in which the teachers 
textured their own identity, through their choices in different types of talk, in their 
role as authoritative enactors of curriculum with EAL/D learners. To demonstrate 
this recontextualisation, I now show in section 5.4.1 analysis of extracts of classroom 
discourse which display differing approaches to enacting and rescaling critical 
literacy in the two sites. 
5.4.1 Classroom enactment: Riverdale High School 
The following extracts from Riverdale High demonstrate the teaching of the 
Year 11 Language of the Media unit in this site. I selected them as examples because 
they are illustrative of the teaching of both teachers, Riva and Lucas, at Riverdale 
High School. These teachers used the same unit plan and shared teaching resources. I 
show excerpts of Riva’s classroom interaction in this chapter and of Lucas’ in 
Chapter 6. 
The first two data extracts come from Riva’s first lesson (October 6, 2010; 
lines 74-104 and lines 123-179) in which she is teaching, for the first time, the 
concept of developing “a reading of a text”. I have separated the two extracts as they 
                                                 
 
15 For the purposes of this thesis, “the genre chain” stops with the teachers’ enactment. In reality, it 
would continue on to student engagement and production and even beyond but the scope of this study 
does not allow discussion of that.  
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occur at different points in the lesson. Led by Riva, the classroom interaction scales 
critical literacy in particular ways so as to make it accessible to her particular 
learners. These “ways” are the material aspects of Riva’s deployment of critical 
literacy, and therefore indicate her inculcation into critical literacy as an approach to 
teaching.  
Riva 
1. Degree of abstraction from concrete events 
To determine the degree of abstraction, I draw on mode-shifting to analyse the 
classroom talk. The students have just watched the ABC Foreign Correspondent 
documentary China – No Sex Please, We’re Pandas (2000), and have discussed their 
understandings of “the message” with a partner before a whole class discussion. 
Table 5.4 shows the interaction between Riva and the students with Riva’s teacher 
talk divided into three registers – situationally-embedded language, everyday 
informal language and more formal critical literacy metalanguage, as outlined in 
Chapter 4, section 4.7.3. The arrows indicate the flow of the dialogue between 
teacher talk and student talk and are merely included to guide the reader between the 
turns.  
  
Chapter 5: Recontextualising Genres of Governance: Critical Literacy from Curriculum to Classroom 143 
Table 5.4 
Mode-Shifting in Riva’s Classroom Talk  
Students 
Part 1 Teacher Talk (Riva) 
Situationally-
embedded Everyday Formal 
 
 
 
 
 
 
 
 
 
1. Yeah I think so..(inaudible) 
2. Yeah it was. 
 
 
3. Not really. 
 
 
1. They are [inaudible] 
helping panda to 
(inaudible) have safe 
(inaudible) arrangement 
 
 
 
 
 
1.  
 
 
 
 
 
3. Scientists. 
 
 
 
 
 
Nita shakes her head. 
2. Nita: Yeah. In that way it is – I don’t know 
really. 
 
 
Nita: Because they need – they can’t breed and  
they can’t [inaudible]. 
4. Because it is artificial. 
 
 
2. Yeah, it’s artificial. 
 
 
 
Nita: Because they won’t sort the problem.  
They are just trying to have... 
Because they can’t do it forever 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
One at a time. Sorry?  
S
o
r
r
y
? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Yes they can? 
(pointing to another 
student who indicated 
disagreement non-
verbally, provoking 
her to elaborate)   
Okay and that was 
the major message 
you got from it?  
What did you think 
about the Chinese 
program China 
Pandas’ Future?  
Was it a positive 
story? 
 
 
 
 
 
 
 
 
 
 
So they are showing 
that the Chinese 
people are helping 
the pandas and it’s 
improving and 
succeeding. 
Scientists?  
Government?  
Scientists? 
 
 
 
Scientists. So it’s a 
very positive picture 
of the Chinese 
scientists, 
successful, helping?   
Nita says not really?  
 
Not really 
because...? 
 
 
 
Because it is 
artificial, because 
…? 
 
Because they can’t 
breed, because…. 
the problem?  
 
 
Alright! Okay. Very 
interesting. 
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5. Why would they help them if they try to 
make a solution [inaudible]? You have to make 
a solution that can help them.  
 
 
 
 
 
 
 
 
 
 
 
 
 
Very good (softly). 
What I’m asking 
you to do is, 
 
 
 
 
I’m asking you 
 
 
 
 
and you are 
 
 
almost in two lines 
You are 
 
 
that the Chinese 
Government, the 
Chinese scientists 
anyway, are doing a 
very good job of 
helping pandas 
through a very 
difficult situation 
and you are also 
 
 
that it’s artificial, 
that it’s not 
sustainable. 
 
Alright, let’s move 
on.  
 
 
 
 
 
 
 
to make 
meaning. 
(Riva records 
this on the 
WB) 
to make 
meaning 
from this 
text  
 
making 
meanings  
 
 
making the 
meaning  
 
 
 
 
 
 
 
 
 
 
making the 
meaning  
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Student 
Part 2 Teacher Talk (Riva) 
Situationally-
embedded Everyday Formal 
 
 
 
 
 
 
 
 
Students 
shake their 
heads 
 
 
 
 
 
1. Because 
different 
people have 
different 
points of view. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Is Peter’s 
meaning more 
valid than 
Carol’s and 
Nita’s?   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
here is quite 
probably  
the one that 
Peter was 
suggesting 
before.  
 
 
 
 
 
 
 
 
 
 
 
 
So we can see the same text in different ways, can’t 
we? We can get the same information. But make 
different meanings of it and is any one of those 
meanings less valid than the other or more valid 
than the other?   
 
 
Is one better than the other?  What do you think?   
 
 
 
No.  No not really, exactly. Not really. 
 
They’re all valid, aren’t they?  So why do you 
make those different  
 
Why do you make those different meanings? 
 
 
 
 
 
Because different people have different points of 
view, different context. Exactly. Okay. What we 
call them – the term we use when we are doing 
critical analysis… ....The term we use  is  
 
We say that that meaning that you have made of the 
text is a reading and it's a noun, -ing, a gerund, it’s 
a noun. So it’s a reading. It can be plural, readings. 
It is not the verb “reading” that you get in the 
dictionary. It is not reading a book. It’s  
 
But it might not be a book, it might be a picture and 
the critical meaning of the term, reading, is to make 
meaning from the text and you can make different 
meanings. We have names for those different 
meanings. 
  
is the one that most people in a group would agree 
on, so most people who would be the audience to 
this documentary, which would be most of the 
Australian public. This was an Australian ABC 
program. So the  
 
 
 
 
 
 
 
Then we have  
 
which aren’t a problem. They don’t upset us as part 
of the society. They don’t challenge us. They don’t 
criticise. But they’re different and they’re valid. So 
the idea that it’s not sustainable, that it’s artificial, 
is an alternative reading. It is still valid. It doesn't 
challenge anybody’s ideas. But it’s different. It’s 
another way of looking at it. 
 
Then we have  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
readings? 
 
 
 
 
 
 
 
 
 
 
readings.  
 
 
 
 
 
making meaning 
from a text 
 
 
 
 
The dominant 
reading 
 
 
 
 
dominant reading 
 
 
 
 
 
 
 
alternative 
readings,  
 
 
 
 
 
 
 
 
resistant readings. 
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Male student: 
Dominant 
Reading 
 
 
 
 
 
 
 
 
 
 
 
 
 
“This is 
propaganda” 
Ishida Urea said 
(in Riva’s 
powerpoint). 
 
 
 
 
 
 
 
 
 
Now, I’ve said 
“and usually 
dominant” 
(pointing to her 
powerpoint) 
 
 
 
 
 
 
 
 
that Nita and 
Carol suggest or  
 
that Peter talked 
about? 
 
 
That it’s all propaganda and that you’re being 
manipulated. That’s quite challenging, isn’t it? That 
you’re being manipulated to think that these 
scientists are doing a good job, that you’re just a 
pawn. You are being played with. That’s quite a  
 
 
 
 
 
So we have  
 
the one that most people in a group will agree on.  
 
a different reading, a different meaning, but still 
acceptable... and  
 
a reading that opposes what most people believe 
and challenges them and perhaps makes them feel 
uncomfortable. 
 
 
 
 
 
 
The reading that the creator of the text wants you to 
have, wants you to make, the one that he intends 
you to make. What do you think here is  
 
  
 
 
 
 
 
 
What do you think would be  
 
in this one? 
 
 
 
I think  
too, and we are going to look in the next few days 
at how the filmmaker created that effect. We are 
going to look at the tools he used and, as we did 
with the media article, we are going to look at 
things like formatting. But in this case it will be 
arrangement. We are going to look at colour, you 
know, how you selected parts from your interview 
to achieve your purpose? We are going to look at 
how they 
  
particular scenes.  
So we are going to look in the next few days at how 
they did that. But the first idea that we really have 
to be comfortable with is the idea of 
that we can all read a text in different ways.  
We can  
of a text and they are all valid and we divide them 
into these three categories. 
 
 
 
 
resistant reading 
 
 
 
 
 
the dominant 
reading 
The alternative 
reading, 
 
resistant, 
 
 
 
 
 
 
 
 
The invited reading, 
the preferred 
reading.  
 
the intended 
reading? 
The alternative 
reading 
 
 
the dominant 
reading 
 
the intended 
reading 
 
 
 
 
the dominant 
reading 
 
 
 
 
 
 
 
selected particular 
images,  
 
 
 
readings,  
 
make different 
meanings 
                                            (Riva, Lesson 1, Oct 6, lines 74-104; 123-179) 
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In discussing power behind discourse, Fairclough (2001b) argues that one of 
the constraints on Access to discourse, and therefore on access to knowledge, is 
manifest in formality of language form. He argues this is “a common property in 
many societies of practices and discourses of high social prestige and restricted 
access” (p. 54). Formal language can constrain contents, subjects (people) and their 
relations (see Chapter 4). Reduction in formal language, on the other hand, reduces 
these constraints and can make access to knowledge possible. In this extract, we see 
Riva deliberately opens the access to critical literacy by mobilising the critical 
literacy terminology in order to make it accessible to her learners through everyday 
language. Her talk weaves between the formal register evident in abstract critical 
literacy terms, such as “invited readings” and “resistant readings”, and everyday 
explanations. Formal terms became the everyday language of the classroom as Riva 
used them repeatedly in her talk by the end of the lesson.  
Of note here is the way in which she draws on the students’ own readings 
elicited through dialogue in the first part of the lesson, a feature that Sandretto (2011) 
argues is an essential tool for critical literacy pedagogy which aims to recognise 
difference and draw on students’ multiply-located and dynamic identities (Janks, 
2010). It is also evident in this extract that at least one student was then able to offer 
a formal critical literacy term to describe his interpretation of the text under 
investigation, that is, “Male student: Dominant reading” (line 168). This is evidence 
that by minimising the degree of abstraction from concrete events, Riva is able to get 
critical literacy terms across, and learners are then able to deploy them for 
themselves. The shifts in levels of formality in language, evident in Riva’s teacher 
talk, shows how her language choices act as “a linguistic bridge” (Gibbons, 2003, p. 
259) between her students’ current understandings of critical literacy and the 
demands of the school curriculum. Lau’s (2013) study of critical literacy teaching in 
Canada similarly showed that “with careful language scaffolds and guidance as well 
as classroom structures that facilitate open and critical discussions … beginning 
ELLs (English language learners) were quite capable of cognitively challenging 
literacy work” (p. 25).  
The second excerpt is dominated by more teacher talk. This could be accounted 
for by the fact that, with limited time at her disposal, Riva needed to push her 
learners toward learning the formal terms they would need for their written 
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assessment responses. However, overall, the extracts show that Riva attempts 
genuine dialogue with her learners. It is also possible that my presence as researcher 
led her to “showcase” her knowledge of types of readings in that lesson, and that she 
may have done it differently had I not been there.  
For Riva, critical literacy is not beyond her learners, some of whom are at 
Bandscales level 416. It is the pedagogy that makes the difference. In her own words: 
 … I think it shows that the CRITICAL literacy (1.0) is NOT too hard for 
these kids to understand. It’s just the tools that you attach to it, to explain it, 
because they can clearly, between themselves, have different readings. It’s 
not THE DOING … it’s the attaching of terms to those and explaining them 
as a concept in a kind of a package, and putting a name on it. I think 
THAT’S the hard thing. It’s not THE DOING, it’s not THE 
UNDERSTANDING. It’s packaging a concept and naming it.… You’ll 
often hear criticisms of using critical literacy that are really criticisms of the 
material that they’re expected to manage, I think. NOT, not criticisms of 
their ability to understand.  
(Riva, Interview 2, October 6, 2010; lines 474-495). 
The teachers’ views on their students’ capacity to undertake critical literacy is 
further explored in Chapter 7. 
2. Presence or absence of particular elements 
Three elements are notably present in Riva’s lesson. First, critical literacy 
concepts for deconstructing texts in an objectifying way are clearly evident. Much of 
this approach is derived from the English Senior Syllabus (QBSSSS, 2002). As noted 
in section 5.2.2, the version of critical literacy endorsed in the 2002 syllabus included 
critical literacy concepts such as: the constructedness of texts, ideological 
assumptions in texts, representations, gaps and silences, Discourse, and reader 
positions. In this lesson, Riva recontextualises the “reader  position” concept with her 
learners in ways they can understand. As noted in section 5.2, this concept is not 
foregrounded in the General Objectives or the Suggested Learning Experiences 
section in the English for ESL Learners Senior Syllabus (QSA, 2007 amended 2009) 
                                                 
 
16 There is general agreement in the literature that students at level 4 will need considerable ongoing 
support to engage in senior English studies (see McKay et al., 2007).  
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and yet Riva takes considerable effort to include it in the Riverdale Senior ESL Work 
Program, which she wrote, and in her classroom practice.  
A second element evident is that Riva engages her class with a process of 
examining ideas in a text from a range of perspectives (Alvermann, et al, 2009) 
which “challenge(s) students to expand their thinking and discover diverse beliefs, 
positions and understandings” (McLaughlin & DeVoogd, 2004b, p. 56); for example, 
the perspectives or readings made by several students in the class. 
Thirdly, Riva deliberately teaches the grammatical word classes of the critical 
literacy terms – for example, “readings” as nouns, as gerunds. She develops 
metalanguage with her students in order to talk about new language presented. In this 
lesson, she also provided sentence models in active and passive voice indicating a 
strong scaffolding of language and writing focus. In this way, Riva is showing 
simultaneous focus on three elements of Freebody and Luke’s Four Resources Model 
(1990) explained in Chapter 1: text encoding, text using, and critical text analysis. 
Figure 5.2 shows Riva’s sentence scaffolds which help her students to express 
critical ideas and to build their knowledge about language. 
 
Figure 5.2. Sentence scaffolds, to build knowledge about language, in Riva’s PowerPoint presentation 
in her first lesson. 
Figure 5.3 shows the students’ successful attempts at using the terms and 
creating these sentences, with varying degrees of sophistication, on the whiteboard. 
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Figure 5.3 Students’ sentences on the whiteboard in Riva’s class. 
 
This focus on sentence construction was a regular feature of Riva’s classroom 
practice, and Lucas’ as well, at Riverdale High. By explicitly showing students how 
to construct sentences in this way in Year 11, the teachers provided robust, visual 
input that allowed students to see, and not just hear, what was required of them.  
These teachers’ experience has taught them that EAL/D learners require this level of 
explicit writing instruction in order for them to succeed in such a high challenge 
context (Hammond, 2008; 2012). 
In the subsequent lesson I observed on October 22, 2010, Riva asked students 
to form three groups and to jointly-construct three sentences per group on a 
worksheet that scaffolded a critical written response to a documentary (see Appendix 
I). This was reinforced by a handout given for homework that provided critical 
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literacy vocabulary for taking various reading positions. Figures 5.4 and 5.5 show the 
students17 working on critical literacy writing tasks. 
 
Figure 5.4. Students work in groups in Riva’s second lesson to jointly construct critical literacy 
sentences (Lesson 2). 
 
Figure 5.5. Riva moves around the room discussing the group’s sentences (Lesson 2). 
In the stimulated verbal recall interview with Riva, while we were watching the 
third lesson that I had video recorded, she paused the video tape and stated 
emphatically:  
I think THIS is what ESL teaching is about. I think it’s about (1.0) learning to 
express what you understand in good fluent English and that’s what we’re doing 
here [in the lesson on the video recording] – constructing sentences to express 
                                                 
 
17 Permission to reproduce images was gained from most students. Where permission was not clearly 
obtained, images of students have been pixelated for anonymity. 
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their understanding at a sophisticated level that they’ll get credit for. But you can 
see how slow it is, how much TIME it takes. It’s VERY time consuming (1.0) 
and you have to make decisions about what you don’t have time to do. It’s very, 
very time consuming, but THIS is what I think it’s all about. 
(Riva, SVR Interview, November 18, 2010; lines 169-175) 
As Miller and Windle (2010) argue, students who are grappling with basic 
language cannot express their critical thoughts in the literate forms that hold power 
within educational institutions. Without appropriate second language literacy 
pedagogy, EAL/D students can easily be “locked out” of finding expression for 
critical awareness. Riva’s practice is an example of appropriate pedagogy for 
additional language learners.  
Of interest to the recontextualising analysed in this chapter, is Riva’s comment 
in an interview about how she exercises her own agency to work around official 
constraints at the policy level on her pedagogy.  
Riva: So our pedagogy requires us to differentiate, [but] our syllabus 
requires us to reduce scaffolding. So it is controversial and there are 
teachers and there are schools where the policy (the view) is that 
ESL teachers help too much… 
JA: So what would happen if you didn’t scaffold [their writing]? 
Riva: They’d be at sea. They’d be at sea, and they’d be doing too much at 
once because they’re developing a new way of looking at a text, 
critically; they’re developing understandings of terms and concepts, 
and they’re writing complex sentences, these are complex sentences 
they’re writing, using nominalisations and passive voice, so they’re 
doing too much at once and I don’t want them to flounder. I want 
them to get through and believe they can do it. I want success so I 
scaffold that.  
 (Riva, Interview 2, October 6, 2010; lines 197-243) 
This shows that Riva scaffolds complex ideas and the expression of these ideas 
simultaneously. It is an example of what Allison (2011) calls for following her 
analysis of EAL/D learners’ written responses to critical literacy tasks in senior 
English: that models of pedagogy that enable EAL/D learners to produce 
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sophisticated writing that expresses critical literacy concepts are much needed. This 
is taken up further in the analysis in Chapter 7. 
  One notable absence in Riva’s lessons was a focus on emotional investment 
within critical literacy. A rationalist approach is drawn on by Riva in order to meet 
the demands of the analytical assessment item: the analytical exposition under exam 
conditions, and to match the learning expectations of her mostly international and 
migrant cohort who are literate in their L1. This contrasts with both Margot’s and 
Celia’s teaching with mostly refugee-background learners, as explored in Section 
5.4.2.   
Another notable absence was substantive conversation.  Teachers can often fall 
into transmission style teaching when time and assessment constraints make it 
difficult to mobilise more productive patterns of classroom interaction based on 
substantive conversation. Both Riva and Lucas did, however, ask their learners to 
undertake a jigsaw task in one lesson whereby small groups prepared a section of an 
entire essay which was then joined together to create a whole essay response. It was 
then analysed by the groups for appropriacy in terms of how well it achieved the goal 
of the genre. However, in the lessons I observed there was more emphasis of teacher-
led lessons. This has implications for assessment design and practice which I discuss 
in Chapter 8. 
3. Order events are presented in 
Using a cycle, Riva commences with the idea of a “message”, then moves to 
“meaning-making” followed by “readings” and then specifically the types of 
readings available to readers, for example, dominant, resistant, alternative. She then 
returns, almost full circle, to “meaning-making”. Figure 5.6 shows the key, guiding 
concepts she works through over the course of this part of the lesson.  
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Figure 5.6. Order of events in the extract from Riva’s lesson. 
By employing a purposefully premeditated order of events in her teacher talk – 
from message to meaning making to readings and finally to four specific types of 
readings – Riva leads her students through three steps, or events in the classroom 
discourse, before she presents the abstract terms. This lessens the cognitive load and 
allows her students to see connections between interpretations and “readings”. 
Returning to meaning-making reinforces an underlying principle of critical literacy; 
that readers are agentive and bring to bear on texts a range of cultural as well as 
personal values, attitudes and beliefs that influence the way they interpret texts. 
Linking new concepts to the everyday in a series of connected steps such as this is an 
instance of deliberately designed-in macro-scaffolding (Hammond & Gibbons, 
2005). Careful task sequencing, such as that displayed by Riva, enables students “to 
move step-by-step towards more in-depth understandings of challenging concepts” 
(Hammond & Gibbons, 2005, p. 15). This is typical of Riva’s teaching. Lucas’ 
teaching showed similar scaffolding as shown in Chapter 6.  
4. Additions such as explanations, legitimations and evaluations 
Riva’s teacher talk is interspersed with detailed explanations, elaborations and 
examples such as,  
The term we use is readings. We say that that meaning that you have made 
of the text is a reading, and it’s a noun, -ing, gerund, it’s a noun. So it’s a 
2. Concept of 
meaning -
making 
3. Concept of 
readings 
4. Types of 
readings: 
dominant, 
intended, 
invited, 
alternative, 
resistant.  
5. Concept of 
meaning-
making 
1. Discussion 
of message 
Chapter 5: Recontextualising Genres of Governance: Critical Literacy from Curriculum to Classroom 155 
reading. It can be plural, readings. It is not the verb “reading” that you get in 
the dictionary. It is not reading a book. It’s making meaning from a text. 
These are important in making abstract academic content more clear in general. 
In this case, the elaboration helps to build a metalinguistic knowledge about how 
language is used within the field (Hammond & Gibbons, 2005). Legitimations of the 
students’ contributions are also frequent such as, “OK, very interesting” and “Very 
good”. Student contributions were also used by Riva as “uptake” or “following on 
responses” (Sandretto, 2011, p. 54), where teachers build on what students have said 
rather than move quickly on. For example, “So the dominant reading here is quite 
probably the one that Peter was suggesting before”. This shows a dialogic approach 
to teaching critical literacy (Sandretto, 2011) and shows genuine engagement with 
students’ thinking, affirming their membership in the classroom community. I noted 
this also in my detailed field notes: “Riva allows students to have their ‘own’ 
readings”, and “Riva praises students and acknowledges attempts at various levels” 
(Field Notes, October 22, Lesson 2). This also extends to affirming their classroom 
membership in relation to each other. For example, “Is Peter’s meaning more valid 
than Carol’s and Nita’s?” These aspects of enactment signal Riva’s particular 
understandings of what critical literacy is and how she constructs it, which I further 
investigate in Chapter 6 using Janks’ (2010) Synthesis model of critical literacy (as 
outlined in Chapter 1). In addition, her use of the pronoun “we” twice indicates her 
own induction into the critical literacy discourse and her invitation to her learners to 
likewise be inducted into it.  
Summary of recontextualising critical literacy at Riverdale High 
The selection of elements for inclusion and exclusion and what is given greater 
or lesser prominence shows the ways in which Riverdale High and Riva, specifically, 
recontextualises critical literacy as part of the genre chain process. Riva’s 
recontextualisation of critical literacy with EAL/D learners demonstrates successful 
scaffolding of critical literacy concepts and of ways to express these concepts in 
writing Table 5.5 shows the rescaling of critical literacy in the genre chain in Riva’s 
class at Riverdale High. 
Table 5.5 
Recontextualisation of Critical Literacy from Curriculum to Classroom at Riverdale High 
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Riverdale High Work Program: Includes a range of critical literacy concepts as core subject matter 
such as readings, positioning, privileging and marginalising and gaps and silences; features of visual 
texts, construction techniques of visual texts; and exploring how language of the media is shaped by 
culture. 
Teacher enactment in the classroom: 
Recontextualising critical literacy 
F
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r 
R
ec
on
te
xt
ua
li
sa
ti
on
 P
ri
nc
ip
le
s 
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: 
1. Degree of abstraction 
from concrete events  
Low degree of abstraction through careful mode-shifting in talk. 
Critical literacy concepts are presented concretely through use 
of everyday talk. 
2. Presence or absence 
of particular elements 
Concepts from the 2002 syllabus such as “representations”, 
“constructions of reality” are present.  
Scaffolded writing at the sentence-level via Powerpoint and 
whiteboard. 
Dialogic discussion is present.  
Substantive conversation is absent, though some group work 
was undertaken in other lessons. 
Absence of emotional investment. 
3.Order events are 
presented in 
“Message” to “meaning-making” to “readings” to the “four 
types of readings”. Three steps are presented before the abstract 
terms are introduced. 
4. Additions Detailed explanations of concepts, legitimations and frequent 
positive evaluations are evident. 
 
5.4.2 Classroom enactment: Beacon High School 
In this subsection, I show analysis of data from lessons conducted at Beacon 
High using the same four recontextualising principles in any genre: the degree of 
abstraction from concrete events; presence or absence of particular elements; the 
order events are presented in; and additions such as explanations, legitimations and 
evaluations. I first show analysis of Margot’s teaching as she, like Riva and Lucas at 
Riverdale High, were teaching a Year 11 Language of the Media unit. The first data 
extract comes from the second of Margot’s lessons I observed in which she explored 
the key critical literacy concept of “representations” and the key language features of  
an investigative report. The aim of the investigative report was to show how the 
media under-represents or misrepresents certain groups in the community. Following 
this, I show analysis of Celia’s teaching which demonstrates her approach to teaching 
the Year 12 literature class and which shows a considerably different approach to 
recontextualising critical literacy from that of the other three teachers (Celia’s 
approach is further analysed in Chapter 6). 
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Margot 
1. Degree of abstraction from concrete events 
Table 5.6 shows the interaction between Margot and the students with 
Margot’s teacher talk divided into three dimensions – situationally-embedded 
language, everyday informal language and more formal critical literacy 
metalanguage. Bold print represents distinct stress Margot gives to certain words. 
The arrows are not included in this and subsequent data extracts. 
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Table 5.6 
Mode-Shifting in Margot’s Classroom Talk at Beacon High School 
Students 
Teacher Talk (Margot) 
Situationally- 
embedded Everyday Formal 
 
 
 
 
 
Male student 1: Future generations. 
Female student 1:Because we are 
African. 
 
(Students shift in their seats and 
laugh and offer inaudible ideas to 
each other). 
 
 
  
 
Male student 2: You’re unwanted! 
(Students laugh) 
 
 
 
Female student 2: That’s how – 
forget us! 
 
 
 
 
.  
 
 
 
 
 
 
 
 
 
 
Male Student 1: Invisible. 
 
 
 
 
Male student 2: Marginalised. 
 
Female student 1: Excluded. 
 
Male student 3: Looked past. 
 
 
Female student 1: Omitted. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Why are we looking at how the 
media  
 
people? How does it affect 
you? 
 
 
 
 
 
Yeah, you’re Africans, but 
why does, how does it affect 
you – not being  
 
in the media? 
 
 
No, that’s actually, no 
seriously, how does it affect 
you for example if you do not 
see yourself in the media? 
 
Good. Thank you. 
You feel – and this is the kind 
of stuff you can be putting into 
your report. So we’ll start 
making some notes. (writes 
key words on the whiteboard) 
You feel left out. So people 
who are not represented – 
that’s an excellent, that’s a 
fantastic point – you feel left 
out. You feel that you don’t 
belong to the community. Are 
you reflected in the media?  
No, you are not. So you feel 
left out. You become… 
 
Invisible. We can’t see you. 
Exactly. Um just getting back 
to “left out” – can you give me 
some other words we could 
use instead of ‘left out’? 
 
 
 
Excluded.  
 
Any ideas?  
 
 
Alienated? To feel alienated 
means that you feel like an 
alien, and an alien – I’m not 
talking about people from 
outer space – an alien is a 
person who doesn’t belong in 
the group – you are outside the 
group. So if you are 
alienated… 
 
represents 
 
 
 
 
 
 
 
 
 
 
represented 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Marginalised. 
(Margot records 
key words on 
the whiteboard) 
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Male Student 3:  
Not in the dictionary. 
 
 
Male Student 3: Alienated? 
 
 
 
 
 
 
Male Student 3: Marrying. 
Female student: No, you’ve got… 
 
 
Female student: You do call it Miss. 
 
 
Male Student 3: You are engaged to 
the toilet! [much laughter from all]. 
 
 
 
 
 
 
 
Female student: And another 
meaning… 
 
 
 
Male Student 3: Somebody is in 
there. 
 
 
 
 
 
 
 
 
 
 
 
 
 
Male Student: No. 
 
 
 
 
 
 
 
 
(To me as researcher): 
Any ideas? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
excuse me guys! – 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
It is in the dictionary. 
 
 
Alienated. Check it if you 
don’t believe me. 
And another word –  
another word you could use 
might be disengaged. What 
does engaged mean? 
 
One meaning is that, yes, 
you’re going to be married. 
 
 
If you see engaged on a 
toilet… 
 
 
I said…(looks at funny male 
student and smiles) one 
meaning is that you are going 
to be married. Another 
meaning – you might see the 
word engaged on a toilet door, 
you know…  
 
 
which means what – if it’s 
engaged? 
 
 
That somebody’s in there. It’s 
being used. If you’re engaged 
in something – engaged in 
something, you are involved. 
Okay, so if you are disengaged 
it means that you are not 
involved. So it’s that feeling of 
not being involved in 
something. If you are 
disengaged you are not 
involved. Are we talking just 
about a classroom for 
example? 
 
 
We’re talking the community. 
We’re talking about Australian 
society. So that’s a really good 
point – when you don’t see 
people like you on TV, you 
feel like you don’t belong to 
the community. You do not 
belong to a society. 
 
 
 
 
 
 
 
 
 
 
 
 
 
. 
(Lesson 2, February 26, 2010; lines 88-149) 
The interaction in this critical literacy lesson was characterised by considerable 
everyday language with only one formal critical literacy term, “marginalised”, 
offered not by Margot, but by a male student and then taken up by Margot as a 
formal term and written on the whiteboard. By mode-shifting in the way 
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demonstrated by the analysis in Table 5.6, Margot recontextualised critical literacy 
concretely for her particular learners who were at a lower language proficiency level 
than those at Riverdale High. She explicated key vocabulary throughout the lesson, 
reinforcing synonyms such as excluded, alienated, marginalised, and omitted.  
Of note is the way in which various students build on each other’s ideas in the 
lesson: 
Male student 2: You’re unwanted. 
Female student 2: That’s how….forget us! 
… 
Male student 1: Invisible. 
… 
Male student 2: Marginalised. 
Female student 1: Excluded. 
Male student 2:  Looked past.  
Female student 1:  Omitted.  
… 
Male student 3: Alienated? 
 
The middle section of this part of the lesson (shaded) was delivered in quick 
succession, the vocal students eagerly adding to each other’s contributions. As 
Bloome (2001) argues, how students interact with each other “has real consequences 
for students and the teacher, including…. what behaviours, values, knowledge, 
visions, language, and feelings are viewed as legitimate, deviant or threatening” (p. 
291). While the length of the individual student turns is short, there is a very real 
sense from these contributions that the students know exactly how it feels to be 
marginalised. Margot fosters interaction that legitimises her students’ knowledge, 
viewpoints and experience, through their feelings, in order to tease out a tangible 
understanding of a key critical literacy concept: “representations”. Margot drew 
specifically on the students’ own African identities and experience to help them to 
see that the concept of “representation” has direct impact on their own lives, for 
example, “Margot: We’re talking about Australian society … when you don’t see 
people like you on TV, you feel like you don’t belong to the community.” She 
encourages her students to ask questions about power and disparities that exist within 
power in society as it relates directly to their experience. In doing so, she lessens the 
abstract nature of the concept of “representations” and grounds it in relevance to their 
social world, opening up some space for reflecting on their human subjectivity. 
Margot’s practice demonstrates the co-constituitive nature of critical literacy in 
context; that is, its constitution is influenced by the nature of the learner cohort. In 
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this lesson, Margot’s mobilisation of critical literacy seems more aligned with the 
2007 version of the syllabus where “viewpoints” were included, by EAL/D teachers, 
in definitions of critical literacy (See Chapter 5, Section 5.2.5). Foregrounding 
“viewpoints” invites teachers into a space within which to explore diversity.  If one 
of critical literacy’s goals is to help students to grasp the impact of power on their 
own and others’ lives (Collins, 2005), then Margot seems to be achieving this here. 
As in Collins’ (2005) study, the “seeds of transformative possibility” (Janks, 1997, p. 
339) had been planted. Chapter 6 presents further discussion of the way Margot 
constructs critical literacy.  
The extract also shows that EAL/D learners may, in fact, have a strong affinity 
with critical literacy given their often marginalised positions. Wallace (1995, 2003) 
came to a similar conclusion by noting that EAL/D learners often have the advantage 
of being able to see beyond dominant cultural constructions because of their own 
different experiences and knowledge. This notion is explored further in Chapter 7.  
2. Presence or absence of particular critical literacy elements 
The above data extract shows how Margot recontextualises the concept of 
representation by talking about its effect on her students’ own lives. In the second 
interview after this lesson, Margot explained that she does not consider critical 
literacy concepts such as “binary oppositions” and “discourse” that were prominent 
in the 2002 English syllabus, to be relevant to her students’ everyday lives. This is 
despite the fact that she uses binaries to explain the key concept in the lesson (i.e., 
disengaged/engaged). However, she said that she did see the concept of 
representations as highly pertinent, as is evident in her ardent explanation in this 
lesson. Margot does not show an approach that focusses solely on deconstructing 
texts in an objectifying way (Morgan, 1997). The data also indicate a social 
empowerment application of critical literacy through investigating the impact of 
representations in the media on their own lives. Margot’s thoughts about this are 
explored further in Chapter 6. However, to be fully transformative critical literacy 
praxis, Margot would need to encourage her students to take social action based on 
their research, as Stein (2008) and Janks (2014) demonstrate. 
3. Order events are presented in 
The extract analysed above occurred near the beginning of the lesson (8.03 
mins to 11.34 mins) in which Margot further developed her students’ grasp of the 
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underlying reason for writing the investigative report, and their understanding of 
representation as a concept. Following this, detailed discussion centred on analysing 
a model report and the language features of the constituent elements of the report, as 
shown in the classroom handout in Appendix M. This culminated in group work 
around questions 1, 3 and 4 on the worksheet for the remainder of the 70 minute 
lesson. The order of key events in the extract above is shown in Figure 5.7. 
 
Figure 5.7. Order of events in the extract from Margot’s lesson. 
4. Additions such as explanations, legitimations and evaluations 
A range of explanations is evident in this extract, for example, vocabulary 
teaching around the concept of being “left out” and disengaged. Legitimation occurs 
when Margot took up the students’ suggestions of words such as “marginalised”, 
“excluded” and “invisible” and wrote them, explicitly, on the whiteboard (see Figure 
5.8 with magnification of the whiteboard), although she could have taken this further, 
as Riva did, reinforcing key terms/metalanguage they could use in writing (Sandretto, 
2011). The focus for Margot in this lesson, however, was on vocabulary building and 
conceptual development before the writing phase. The whiteboard summary shows 
that Margot records the key terms they have offered and discussed that encapsulate 
the effects of not being represented in the media, and that would prove useful for 
their assessment item. Evaluations of student input are overtly positive, for example, 
“Good. Thank you”; “That’s a fantastic point”; and “Exactly” to the point where she 
even factors in the male student’s humorous contribution about the toilet to make her 
point about being engaged or disengaged.  
2. Describing 
feelings that emerge 
from not being 
represented e.g., 
unwanted, left out, 
invisible.  
3. Exploring 
associated formal 
vocabulary: 
excluded, 
marginalised, 
alienated, 
disengaged  
4. Overall effect of 
non-representation 
at 
community/societal 
level 
1. Question posed: 
How do 
representations  or 
non-representations 
affect people?  
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Figure 5.8. Margot legitimises student contributions by recording them on the whiteboard.  
 
 
 
 
 
 
 
To summarise, Margot drew on a combination of pedagogic practices to 
recontextualise critical literacy tangibly for her students: for example, eliciting 
student knowledge and feelings through interaction, explicit vocabulary teaching 
using the whiteboard for visual support, as well as drawing critical conclusions about 
the material effects of language. In terms of “who gets what privileges” (Bloome, 
2001, p. 291) in constructing literacy education, Margot also demonstrates that 
critical literacy is important for her learners but in a different way from that of Riva. 
Margot’s focus is on her students’ “everyday relations of power,… their lived 
problems and struggles” (A. Luke, 2012, p. 9) in exploring the real life effects, such 
as social alienation, of concepts such as underrepresentation. Riva on the other hand 
foregrounds theoretical “types of readings” that her students will need to discuss in 
the summative assessment task. 
 
People            leftout/marginalised/excluded/alienated/ 
not                “invisible”     
represented                             disengaged 
                                                 (not involved) 
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I suggest here some reasons for this difference in recontextualisation in the two 
sites analysed thus far. Riva’s students are at a higher level of English proficiency 
than Margot’s and they generally have had uninterrupted schooling and have age-
appropriate mastery of literacy in their first language. Riva’s students are therefore 
conceptually more able to handle the complexity and the language associated with a 
topic such as “readings”. Secondly, Riva’s students are also almost solely destined 
for tertiary study and therefore there is a perceived need, on the part of the teachers, 
to push learners to engage with theoretical academic concepts. Third, Margot’s 
students are at greater social risk due to their interrupted schooling and the often 
traumatic life circumstances many of them have experienced. Margot sees her role as 
helping them to navigate new cultural identities with confidence and uses critical 
literacy to do this. The ways these teachers construct critical literacy is explored 
further in Chapter 6. The ways they position their learners in relation to critical 
literacy is taken up in Chapter 7. 
Celia 
The second data abstract from Beacon High comes from Celia’s second lesson 
with her Year 12 class in which she is analysing Martin Luther King’s March on 
Washington or I Have a Dream speech (1963). This data, though lengthy, was 
chosen as it shows enactment of critical literacy that is different from that of Riva, 
Lucas and Margot.  
1. Degree of abstraction from concrete events 
Table 5.7 shows the mode-shifting in Celia’s classroom talk as she examines 
Martin Luther King’s speech with her class of 17 students from China, Japan, 
Somalia, Afghanistan and Iraq. 
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Table 5.7 
Mode Shifting in Celia’s Classroom Talk  
Students 
Teacher Talk (Celia) 
Situationally- 
embedded Everyday Formal 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Valentina: Is 
repetition  
good use? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
This one here, 
Bertrand. Have a 
look.  
 
 
Yes, good, 
highlighting 
some vocab.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
I want you to have a look at this particular 
speech – and we’ve talked about how we were 
moved by it, there was passion in it – I want 
you to see if you can highlight some of those 
things, those language features – things that he 
(Martin Luther King) actually said, words that 
he actually said – highlight them in pairs, in 
little groups, and see if you can actually see 
how they have affected you. Is there a way that 
you’re involved with what he is saying? What 
does he do? What does he say that gets you 
involved in his speech? 
Are there some questions,      
 
that he’s asking; he doesn’t expect you to 
answer them? Is he actually saying things in his 
speech that relate to you personally? That relate 
to your family? That relate to the history of 
perhaps oppression in your country. Is it a 
universal speech, and are there themes in that 
speech that you can transfer across to your own 
experience? What’s happening in that speech 
that moves you passionately? 
Maybe you can identify some phrases, some 
sentences, some 
 
(Students work in small groups for a few 
minutes). 
 
 
 
Now, have we written something down? Have 
you found something?   
 
 
 
Are you working together? Are you talking 
about this speech? Okay, so you’ve probably 
read the first part.  
You should be on the second page now. What 
can you find? 
Even just a single word or a single verb that 
you can pick out. 
 
 
 
Yes, so you write that down on your thing, then 
we’ll do some brainstorming out here on the 
board, seeing as my technology isn’t working 
today. Here, (points to page) “the pursuit of 
happiness” – that’s a famous saying isn’t it? It’s 
a familiar saying – “the pursuit of happiness”. 
 
 
 
 
 
 
 
 
 
 
 
 
 
rhetorical 
questions 
 
 
 
 
 
 
 
 
 
 
rhetorical 
questions. 
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Female student: 
Like the movie. 
 
 
 
 
 
 
 
 
 
 
Valentina: There 
was lots of use of 
repetition, like 
reinforced what 
he was saying.  
 
 
 
 
 
Female student: 
Well like, 
everyone’s 
should be equal. 
 
 
 
 
 
 
 
Male student: “I 
have a dream”.  
 
Female student: 
[Unclear].  
 
 
 
 
Female student: 
Yeah, “100 
years” 
Female student: 
“Go back to”.  
 
Female student: 
And then he goes 
Mississippi, then 
he goes “go back 
to”… 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Yeah, there’s a movie – so you know, he’s 
using phrases that everyone in the audience can 
identify with. Now there would have been some 
children at that speech as well with their 
parents. Think about whether they would have 
understood what he was saying. Now let’s just 
look at some language choices here in his 
speech. So something that Valentina pointed 
out was – can you tell the class what you found 
Valentina? 
 
 
 
 
 
Yes. Lots of  
 
 – to reinforce. So you said, what he is saying, 
what is he saying? What’s he reinforcing? His 
What’s his  
 
 
 
 
Okay. To reinforce his 
 
– must have equality. That’s his 
 
equality. Can you give me an example? What’s 
an example of that  
Someone else might be able to find it. 
 
 
The “I have a dream” is very good, yes. 
 
 
Yep, it’s everywhere in the speech. If you’re 
doing Martin Luther King’s speech. “I have a 
dream”. And he uses that quite frequently. Are 
there any other examples? 
 
 
 
 
 
“Go back to” – whereabouts is that? 
 
 
 
 
 
Oh yes, so  
 
So this is a sentence beginning (writes students’ 
suggestions of language features on whiteboard 
throughout) 
Okay, so we have the sentence – “I have a 
dream” – and then we’ve got “go back to 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
repetition 
 
 
theme. 
theme? 
 
 
 
 
theme 
 
theme – 
 
 
repetition? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
repeated 
phrases. 
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Female student: 
Let “freedom 
rain from 
wherever”; “let 
freedom” – isn’t 
that one? 
 
Female student: 
One hundred… 
Male student: 
There’s also the 
repetition of 
“segregation”.  
 
Male student: 
That’s also in the 
first paragraph.  
 
Male student: 
Yeah.  
 
 
 
Female student: 
What about the 
“100 years”?  
 
 
 
 
 
 
 
 
 
 
 
Female student: 
He uses 
metaphors 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Mississippi”, “go back to”, go back, go back – 
and also? 
 
 
 
 
 
 
Let – so he has quite a few that start with “let”. 
 
 
 
 
 
 
 
Where’s that? 
 
 
 
 
So he’s actually talking about segregation? 
 
 
 
I might use that particular example in the first – 
in the second paragraph for another language 
feature. So that’s a good use of  
a bit of reinforce…  and it also… 
 
 
 
 
Yeah, and this also develops a pattern. He’s  
 
 
 
which reinforces a strong message throughout – 
throughout his speech. 
Now, so, we’ve looked at 
what’s another  
 
 
You know what I love about this speech – I 
love the  
 
in it. What am I talking about when I talk about 
the  
 
in his speech – the use of those images?   
 
 
 
He uses a lot of  
 
to lift, to compare – we use a  
 
to compare – and those  
transport the listener away from their, the 
reality of their situation to somewhere else in 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
   
 
 
 
 
 
 
 
repetition 
 
 
 
 
 
developing a 
pattern, 
developing a 
pattern 
 
 
repetition, 
choice of 
language?  
 
 
imagery 
 
 
imagery  
 
 
 
 
 
metaphors 
 
metaphor 
 
metaphors 
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their consciousness. It’s like raising their 
consciousness again. And that’s inspiring his 
listeners. 
So let’s look at the very beginning of the 
speech (reads from speech) “but 100 years 
later, the Negro still is not free. One hundred 
years later, the life of the Negro is still sadly 
crippled by the manacles of segregation and the 
chains of discrimination”. So we’ve got 
“manacles and chains”. Now these words are 
describing oppression, imprisonment. They 
have  
 
They’re very strong, and he needs those doesn’t 
he? He needs those to reinforce his message, 
his  
 
that we are not free. We are not free.  
“One hundred years later, the Negro lives on a 
lonely island of poverty in the midst of a vast 
ocean of material prosperity”. I have a picture 
in this textbook – this is a history textbook 
(holds up book) – which describes exact… – 
which shows  
 
that shows exactly what he’s saying in that 
speech. I’ll see if I can find it. Bear with me. It 
actually shows a picture of what he was saying. 
And here it is.  
 
(Shows picture to class) 
 
 
It’s a poster, written – shown probably about 
the time of the Depression – a little bit before 
Martin Luther King’s time – there’s a big poster 
here – World’s Highest Standard of Living – 
and in that poster we’ve got represented the 
great American dream – that’s the great 
American dream of white America. We’ve got 
the new car. We’ve got mum and dad with the 
two kids, and they’re all happy. There’s the 
family dog in the back seat. 
Now the  
 
of this picture – this is actually showing us here 
in the front – the  
 
– it’s the black Americans who don’t have the 
American dream. And that’s what Martin 
Luther King is referring to. They are still in the 
 
 
 
 
 
 
 
 
 
 
 
a negative 
connotation 
 
 
theme 
 
 
 
 
 
 
 
a visual 
image 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
juxta- 
position 
 
contrasting 
image 
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Female student: 
(inaudible)  
 
Male student: To 
bring the idea, 
the topic up.  
Male student: To 
act on it. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
chains of poverty, the chains – what did he say? 
– “the chains of poverty, the manacles of … 
island of poverty”, 
the manacles of segregation and the chains of 
discrimination. This is what he’s referring to – 
even though the laws have been passed, there is 
no change, and so he’s saying we’ve got to 
keep fighting. 
Wonderful picture here – these people are 
lining up for their unemployment benefits. 
They can’t get a job. These are the poor 
Americans, these are the wealthy Americans, 
and there’s that contrast between black America 
and white America. That’s an interesting image. 
Let me just pass that around and you can have a 
look at that. That picture doesn’t have a 
caption. It’s just an introductory picture, I think. 
“So we have come here today to dramatise a 
shameful condition” – what does he mean by 
that – dramatising the shameful condition?  
Why does he say that in his speech? 
 
 
 
Yes, and to?… 
 
 
 
 
 
 
Possibly, and to show their support – the crowd, 
they are there to show their support. Any other 
examples now of  
   
 
So if you can think of some, or if you see some, 
underline them, highlight them. Why are the 
  
used? Can you feel that you become involved 
when you read those metaphors? Let’s have a 
look here. So the  
 
they create pictures (writes on whiteboard) and 
images of the reality of the situation. They raise 
the consciousness of the listener. 
The reason why I say that, of course, the people 
who are struggling and feeling the oppression, I 
think after a while, you know, they feel bound 
by it and they feel that they can’t escape from 
it. 
When a speechmaker uses a  
 
he takes them to another place through his 
language use. So he uses these  
 
to first of all show them the reality of their 
situation and then he wants to take them beyond 
that point. He’s trying to engage his audience, 
get his people to rise up with him, come with 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
metaphors, 
figurative 
language. 
 
metaphors 
 
 
 
metaphors 
 
 
 
 
 
 
 
 
 
metaphor 
 
 
metaphors 
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Female student: 
All of them.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
me and we can make the changes necessary.  
So the language is very powerful and very 
persuasive. And he puts it together very well. 
So he says, “it is obvious today that America 
has defaulted on this promissory note insofar as 
her citizens of colour are concerned”. Once 
again, that picture shows us that, reminds us 
about that. 
He makes  
 
as well. He’s doing a lot of that, and then he 
goes into the  
 
There’s a mixture of  
 
and we have some more  
 
and some more  
 
A nice combination put together to have a 
fantastic effect. 
I like the way he uses these verbs – “we must”. 
We’ve got this strong verb – “we must” – and 
what’s this (pointing to pronoun)? 
 
 
The pronoun   
  
“we” must. Remember he’s talking to 210,000 
people – “we must” – and he repeats that all the 
way through. “We must”, “we must” do this, 
“we must” not give up. Remember Old Major?  
We must not relent. We must not give up. We 
must not fail. Lose heart. So there’s lots of “we 
musts” in there.  
Anyone else notice anything different that 
moves them or persuades them? 
 
There are lots of 
 
in the language as well. When he talks about in 
the dream – “I have a dream” part of the speech 
– so he’s given all the factual information. He’s 
talked a bit about the history of the civil rights 
movement. He’s talked about the fact that he’s 
unhappy with the situation and we all must do 
something, and then he goes into the “I have a 
dream”. Why does he use the “I have a dream” 
part? 
Here – remember we talked about the 
reinforcing – but he’s getting ready to lead 
them to action I think down here. Would you 
agree with me there? He’s actually getting 
ready to finish his speech. 
 
So let’s just have a look at this part here. 
(Reading:) “I say to you today my friends, even 
though we face the difficulties of today and 
tomorrow, I still have a dream. It is a dream 
deeply rooted in the American dream.” 
 
 
 
 
 
 
 
 
declarative 
statements 
 
repetition 
 
rhetorical 
questions 
statements 
of fact 
metaphors 
 
 
 
 
 
 
 
 
personal 
pronoun 
 
 
 
 
 
 
 
 
 
 
conno- 
tations 
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Who’s got that 
book? (finds book 
with poster 
shown earlier) 
 
 
 
 
This is the American dream here (points to 
poster) – prosperity, equal access, wealth, 
comfort, and so he leads them on – my dream, 
he’s saying, is rooted, deeply rooted in that 
dream. My dream is equality for all. He says, “I 
have a dream that one day this nation will rise 
up and live out the true meaning of its creed. 
We hold these truths to be self-evident that all 
men are created equal.” So he states the creed 
there. He’s using “I have a dream that one day” 
– so, another phrase repeated – “I have a dream 
that my four little children will one day live in a 
nation where they will not be judged by the 
colour of their skin but by the content of their 
character.” 
That’s actually a very famous saying. People 
would quote that from his speech. There’s 
something else there that I have noticed too – 
not only in the  but it’s a good use of  
 
as well. Remember what 
is? It’s that repeated first sound in the words.  
 
And that’s put to good effect in that particular 
statement – “I have a dream that my four little 
children will one day live in a nation where 
they will not be judged by the colour of their 
skin, but by the content of their character.” 
Little bit of  
there which makes it easier to say and easy to 
remember. 
He’s using some strong words here –  
 
“vicious racists”. There wasn’t a lot of that sort 
of really, um, that’s a very negative statement, 
it has to be, but not a lot of that at the beginning 
but it comes through at the end – “the vicious 
racists”;  “lips dripping with the words of 
interposition and nullification – one day, right 
there in Alabama little black boys and black 
girls will be able to join hands with little white 
boys and white girls as sisters and brothers.” So 
there’s a  
 
there between something that’s very negative 
and then that nice picture of the little children 
being together. “This is our hope.” 
Now, just before he goes onto this is our hope – 
“I have a dream that one day every valley shall 
be exalted, every hill and mountain shall be 
made low, the rough places will be made plain, 
and the crooked places will be made straight, 
and the glory of the Lord shall be revealed and 
all flesh shall see it together.” That’s a religious 
statement that he’s making, or a religious 
connotation there, coming into his speech. 
And there we have it – moved by Martin Luther 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
repetition 
 
alliteration 
Alliteration. 
 
 
 
 
 
 
alliteration  
 
 
emotive 
words 
 
 
 
 
 
 
 
 
 
contrast 
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Female student: 
The audience. 
Female Student: 
Everyone. 
 
Female Student: 
People are 
clapping. 
 
Female student: 
Yeah. 
Male student: 
No. 
 
Female student: 
Yes. 
Female student: 
Yeah. 
Male student: 
Yeah. 
Female student: 
Yep. 
 
Female student: 
No. 
 
 
 
 
Female student: 
Was the Sorry 
Day a political 
speech? 
 
 
 
 
Male student: 
Can we read it? 
 
 
 
 
 
 
 
King’s speech. Who was moved by it? 
 
 
 
 
 
 
 
 
 
Yes, were you? 
 
 
 
 
 
If you fully understand it – once you understand 
what he’s saying and the language, do you 
think it would move you? 
 
 
 
 
 
 
 
 
So have any of you actually sort of heard a 
political speech, or been to a rally and heard 
someone give a speech? 
 
No? So the only real experience I guess would 
have been the other day when we saw them (on 
the video in class) – I think it would be quite 
exciting, because a lot of people remember 
where they were when they sort of heard a 
speech or watched one on TV. 
 
 
 
 
 
Yes, the Sorry Day was a political speech. 
Kevin Rudd’s apology to the Stolen 
Generations. That was a very emotional day, 
very emotional day, especially for the 
Indigenous people, but for all of us, it was a 
significant day.  
 
 
Yeah, we can read it….Okay… (interlude 
about other speeches they might read)   
Let’s just have a quick look at the back of this 
sheet then. How does a political speech appeal 
to its audience? Well of course the language is 
very important. Why does Martin Luther 
King’s speech use a vocabulary and manner of 
speaking associated with gospel music and the 
language of the Bible? Why does he use that? 
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Male student: 
Because he is a 
reverend. 
Female student: 
Because he is 
a… 
Male student: 
The audience 
are… 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
And? 
 
 
 
 
 
 
 
 
The audience are going to understand what he’s 
talking about. Because a lot of those Negro 
spirituals, that music, came out of that long 
period of oppression and slavery that they had 
encountered for hundreds of years. So he used 
that while he was delivering his speech – to 
create an effect. 
Okay, now look at the 
here (on the worksheet) – 
 
 
 
King’s frequent mention of his children is an 
appeal to his audience’s sense of obligation to 
their children and to the future of America – 
future generations. 
A people’s sense of history is linked to 
nationalism. Okay, so he does talk about recent 
history, recent events – jail cells, and police 
confrontations. And he – this idea of an appeal 
to his audience is interesting. That’s very 
persuasive, because you can imagine the 
atmosphere being created by everyone around 
you. He’s appealing to them emotionally. He’s 
raising their consciousness. Personal gain – yes, 
there was probably that too. He appeals to a 
desire for a better world. 
Now there’s this  
 
 
 
– he draws that in a little bit when he talks 
about little white children and little black 
children, he talks about the different genders, 
but then all encompassed together – people as a 
whole. 
And here are some 
 
 
 
 
 
 
That’s – this term relates to – you know, “go 
back”, “go back” in those repeated phrases, 
those repeated statements. It’s interesting 
because it never sounds boring does it? And it 
builds up, so it builds up to a sort of a 
momentum. You can change a little bit, but that  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
values 
patriotism, 
nationalism, 
mateship 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
masculinity 
and 
femininity 
 
 
 
 
 
stylistic 
devices – the 
repetition, 
parallel 
construct-
ion 
 
 
 
 
 
 
rhythm 
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Female student: 
But this is good. 
We can’t write 
like this. 
 
Female student: 
No. 
 
 
 
 
 
 
2 female 
students: Yes. 
 
 
and the language keeps the audience interested. 
They want to hear what he’s going to say next, 
and they can easily understand it, so it’s very 
accessible.  
(Referring back to worksheet) Periodic 
sentences – the main idea is towards the end. 
True. It reels them in, reels the listener in with 
those repeated phrases, and then they want to 
hear what’s coming at the end. 
 
A sense of drama. – well that’s just the 
 
that he uses.  
 
 
 
 
 
 
 
 
So, we talked about those as well. Building to a 
climax. Is everyone starting to understand a 
little bit now about how your political speech is 
going to look? 
 
 
 
 
 
You can’t write like that? 
 
 
 
Well, what do we have to do first before we can 
think about writing a speech? 
We have to have a  
don’t we? We have to have a  
 
You have to be thinking about an idea that you 
want to write your speech about. You’ve got to 
be thinking about who you are. I think that’s the 
fun part, don’t you?  
 
 
To become someone and then write that 
speech? I think that would be fun. 
 
 
 
 
 
 
 
 
 
 
 
figurative 
language, 
 
Imagery, 
emotive 
language. 
Strong 
positive or 
negative 
connota-
tions. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
theme 
theme. 
 
 
(Lesson 2, February 23, 2010; lines 193-480) 
The mode-shifting evident in the extract reveals how Celia employs particular 
classroom talk choices, from every day to formal, over the course of the lesson. In 
doing so, she reduces constraints imposed by formal language in order to make 
access to knowledge possible. The knowledge she seeks to explore is the formal 
aesthetic features involved in writing a political speech.  
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Key features in the mode-shifting worth noting are: First, there is a gradual 
building of recognition of formal language features starting with rhetorical questions, 
repetition and themes, moving towards identifying metaphors, visual imagery, 
grammatical features such as declarative statements and poetic devices such as 
alliteration. The extract concludes with a brief discussion of the values to which 
King’s speech appeals; discourses such as patriotism, nationalism, masculinity and 
femininity, before returning to stylistic devices as means by which to express those 
values. In addition, links are made between the formal aesthetic features of the text to 
the overall theme of the text – in this case equality– something the students will have 
to consider and do in their own speech writing. Some student contributions are 
formal, for instance, Valentina’s offering of “repetition” and the suggestion of 
“metaphors” by another female student. This suggests at least some of the students 
are familiar with these features and could identify them and connect their use with 
the underpinning ideology in the text. As in the data from Riva and Margot, formal 
terms are repeated by Celia several times in different places in the lesson, not just 
taught once. Recycling the vocabulary provides opportunities for students to hear it 
again and again in different ways, and increases the chance of them noticing it and 
subsequently adding it to their repertoire of language. Like Margot, Celia also uses 
the whiteboard to record the language choices the class identifies in the MLK speech. 
See Figure 5.9. By doing so, Celia is reinforcing the ideational through the visual 
mode of scaffolding. Unlike Riva, however, she does not model full sentences as this 
class is a Year 12 class and there is an expectation that they will be able to, and need 
to, craft sentences of their own.  
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Figure 5.9   Celia’s whiteboard summary 
 
 
 
 
 
 
 
 
 
 
 
     Language choices 
 
*Lots of repetition to reinforce the theme: much have equality 
   e.g., “I have a dream….” sentence beginning 
            “Go back, go back…” 
             “Let…, Let…” 
                     Developing a pattern to also reinforce a strong 
                     message (theme) throughout the speech. 
*Metaphors – create pictures/images/ of the reality of  
  the situation      raise the consciousness of the listeners. 
*We must 
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2. Presence or absence of particular critical literacy elements and  
3. Order events are presented in (combined) 
 
Because this data extract is lengthy and represents a large portion of the lesson, 
I will combine the analysis of these two principles here. The data shows that Celia’s 
teacher talk includes three main elements that proceed in three distinct phases: from 
discussion of the formal “aesthetic” features of the speech, to eliciting an emotional 
response to the aesthetic, to critiquing the values and ideology of the text and 
returning to formal features again. Figure 5.10 shows this process. 
 
Figure 5.10. Order of events in Celia’s lesson. 
There are “certain obvious formal features of texts that mark it as available for 
aesthetic reactions and perhaps even requiring an aesthetic reaction from audiences” 
(Misson & Morgan, 2006, p. 35) They are elements of deliberate composition that 
can be noticed by readers thereby making them open to aesthetic appreciation and, 
subsequently, critique. These include: repetition of sounds and words; alliteration; 
onomatopoeia; expressive rhythms; uncommon language used in uncommonly 
intense ways – heightened language (e.g., mythological references), use of metaphor 
and personification; and overall shaping of the text and higher-order semantic 
relations within texts including juxtaposition. Other features of aesthetic texts are 
that they tend to be representations of particular experience rather than general; they 
show emotional experience/s; and they elicit emotional responses.  
As discussed in Chapter 2, Misson and Morgan (2006) propose that an 
aesthetic text is one that has been formally structured to produce a certain kind of 
1. Identifying 
formal aesthetic 
features of text 
2. Eliciting 
emotional 
response based 
on formal 
aesthetic features 
3. Identifying 
values and 
ideology 
rendered by 
features 
4. Formal 
aesthetic features 
of text 
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emotional response in the aesthetically-attuned reader. In the case of Martin Luther 
King’s (MLK) I Have a Dream speech (1963), the response is a particularly 
profound one and therefore belongs in the realm of the aesthetic. Celia initially asks 
her students to identify such language features in MLK’s emotive and persuasive 
speech. Figure 5.11 shows the students identifying and offering features of the model 
speech in whole class discussion.  
 
Figure 5.11. Celia and her Year 12 class identifying formal aesthetic features of Martin Luther King’s 
speech. 
The features are (in the order identified): rhetorical questions; universal 
themes that transfer across the personal experience; phrases including now famous 
sayings; and vocabulary. A student offers “repetition of words” as a feature and 
Celia agrees, eliciting examples of words and phrases that are repeated, for example, 
“I have a dream”; “Go back to....”; “One hundred years later” – particularly in 
relation to sentence beginnings. She points out that a pattern is emerging in the whole 
text, which reinforces its message. She reads aloud the section that employs 
synonyms, for example, “manacles” and “chains” to highlight the theme of 
oppression and then discusses negative connotations. She shows a picture of what 
MLK is describing – the juxtaposition of black and white American standards of 
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living in the 1930s: poor, black Americans lining up for unemployment benefits 
while wealthy, white Americans pursue the dream of car ownership. Celia begins 
then to reveal her own response to the experiential impact of the picture by 
describing it as “wonderful” and “interesting”. She returns to a focus on the formal 
features of the speech by seeking examples of metaphors and figurative language. 
Then she asks them to consider their own emotional involvement with the metaphors 
as consciousness-raising images. She asks, “Can you feel that you become involved 
when you read those metaphors?” She makes the link between the employment of 
metaphor (an aesthetic feature) and its purpose by a speechmaker: to engage an 
audience and take them beyond reality in their imagination. She then moves back to 
the language choices but now they seem to be language features more typical of 
critical deconstruction of texts: declarative statements, personal pronouns, 
repetition, modal verbs such as “must” (see Janks, 1991; Wallace, 1995, 2008) all 
of which she claims combine to have a “fantastic effect” thereby displaying her 
personal aesthetic response to the text again. 
Following this, Celia asks her students to comment again on their feelings, 
anything else that “moves them or persuades them”. If both emotional and rational 
responses are generated by aesthetic texts (Misson and Morgan, 2006), then Celia 
seems to be attempting to capture this in her teacher language – being “moved” is 
emotional; being “persuaded” is rational. The two are needed together to have the 
desired overall effect. The students do not offer any so she moves on to discussing 
aesthetic features as language choices again – connotations and repetition, the use 
of phrases that have now become famous sayings, the use of alliteration in the 
speech, strong vocabulary, for example “vicious racists”, and the contrast between 
negative and positive images. Celia then asks them if they were moved, overall, by 
the speech. Five students said they were moved. She then goes back to language 
features – use of religious language and gospel music references familiar to his 
audience. 
Then she introduces values – patriotism, nationalism and mateship, and 
family (children). She asks them to imagine the atmosphere being created at the 
speech event. The emotions being appealed to and the consciousness-raising effect 
these had on the audience. A discussion of masculinity and femininity and gender 
follows, which is typically dealt with in “rationalist” critical literacy models (Janks, 
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2010). She deals with this cursorily, though, and some critical literacy teachers 
would find the hasty treatment of this aspect wanting: “… little black boys and black 
girls will be able to join hands with little white boys and white girls and walk 
together as sisters and brothers”. The idealism around gender relations and childhood 
in the speech remains un-interrogated in her practice. The extensive work done on 
analysing the aesthetic features of the text could have been taken further to more 
pointedly discuss the ideological effects of these language choices. 
Celia then moves quickly back to stylistic devices – repetition, parallel 
construction, momentum and rhythm, used for “reeling the audience in”, “creating 
of a sense of drama”, and emotive language, building to a sense of climax. And then 
she says what I think is the aim of the lesson: “Is everyone starting to understand a 
little bit now about how your speech is going to look?” For Celia, access to a 
political or hortatory speech is understanding a combination of aesthetic elements, 
emotional engagement, values and ideology though not all are equally weighted in 
her pedagogy in this lesson.  
Finally, Celia moves onto the writing process; deciding on a theme and a 
character or point of view from which to write, and she introduces the concept that it 
will be “fun to become someone else”, in role, in order to write their speech. This 
could be said to reflect Janks’ (2010) invitation to engage with the territory beyond 
reason; with “play” in critical literacy classrooms. However, because of the syllabus 
constraints outlined earlier in this chapter18 , the students never had the opportunity 
to physically perform their speech in role to see this “fun” and the transformative 
potential of critical literacy more fully realised. This key absence has considerable 
implications for the students’ use of their own voice in critical literacy classrooms. 
As Locke and Cleary (2011) note, culturally and linguistically diverse students are 
often marginalised and disempowered due to lack of “voice” and agency in 
mainstream classrooms. The opportunity to voice their speeches was not included in 
the classroom designed specifically for EAL/D learners, whereas “mainstream” 
                                                 
 
18 The verification folios for senior English contain two or three spoken assessment items. Robinson’s 
(2010) report on the trial implementation of the English for ESL Learners Senior Syllabus (2007 
amended 2009) indicated confusion among teachers about the oral assessment requirements and 
recommended that much greater critical literacy clarity around how teachers should assess oral tasks 
was needed.  
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learners regularly have this opportunity. This has implications for the kinds of 
learning we construct for different learners, as Sandretto (2011) points out: 
“depending on the students we listen to, we can inadvertently reinforce hierarchies of 
power among students” (p.172). 
The analysis of this extract demonstrates some of the features that Misson and 
Morgan (2006) and Janks (2010) suggest are the future of reconfiguring critical 
literacy. It shows that Celia draws on more than a “rationalist underpinning of critical 
deconstruction” (Janks, 2010, p. 211). Rationalist approaches are based on the idea 
that by analytically deconstructing texts and showing their limitations, we can short-
circuit their power (Misson & Morgan, 2006). Celia makes some use of the 
aesthetic/ideology relationship in her teacher talk to weave between the formal 
aesthetic features of the speech, the social value assigned to MLK’s culturally 
powerful speech, and the values and ideology it promotes. In doing so, she seems to 
be drawing out the power of the text, rather than short-circuiting it, to show how the 
text achieves its social and ideological goal of emotive persuasion. As Lau (2010) 
explains “it is by exploring the emotional experiences that a text generates in us that 
we come to a better understanding of how our desires and values are shaped” (p. 
294). Ultimately, Celia wants her students to be able to employ formal aesthetic 
features to create a value-laden, coercive written speech script of their own i.e., the 
assessment task. Evoking an emotional response from her students during the 
deconstruction seems to be necessary so that her students experience the aesthetic 
impact of particular language choices. 
Celia’s practice might be considered an example of how to address one of the 
questions Benesch (2012) has recently raised in relation to incorporating emotion 
into critical language teaching: “What are some ways to invite visceral reactions to 
texts, along the lines of Probyn’s (2004) ‘goose bump effect’ to engage a pedagogy 
of embodied emotions?” (p. 134). Citing a study by Grey (2009) (see Literature 
Review, Chapter 2) she argues that attending to mind and body within critical 
language teaching is beneficial. It can allow exploration of students’ emotional 
reactions to texts that problematize racial difference. In explaining the emotional 
effects of the aesthetic features of the text and provoking her students to express their 
feelings and emotional response to the text, within her critical literacy lesson, Celia’s 
practice adds to the limited literature in this field (Benesch, 2012; Lewis, 2013).  
182  Conceptualisation and enactment of critical literacy for senior high school EAL learners 
While few would argue with the values of brotherhood and civil rights 
promoted in the MLK address as it rallies against the status quo, there are dangers 
though, in simply providing access to the formal features of emotion-inducing texts 
and remaining compliant with that message and not critiquing or resisting the 
message adequately (Misson & Morgan, 2006). Drawing on post-structural notions 
of the contestability of truth, Misson and Morgan  (2006) argue that there is no one 
singe true meaning of a text and that “it is the teacher’s job to keep the possibilities 
of meaning and judgment open and not impose her or his meaning or evaluation on 
the class” (p. xiv). This is a not a strong feature of Celia’s teaching in the data extract 
analysed here so a question remains: what could Celia’s practice look like if she had 
given this aspect more attention alongside her attention to the aesthetic and access? 
Further analysis of Celia’s views on the relationship between the aesthetic and the 
critical is included in Chapter 6. 
Different models of English teaching, such as aesthetic appreciation of literary 
devices and critical understanding of their deployment, are often framed as binary 
opposites that cannot co-exist (see Donnelly, 2006, 2014). Practice such as Celia’s 
gives insight into how they might be woven together. However, there remains, as A. 
Luke (2012) notes, “unresolved issues about the requisite balance of direct access to 
canonical texts and registers, on the one hand, and ideology critique on the other” 
(p. 8). Celia’s attempts to mobilise a combination of approaches to the task are 
significant as it provides evidence of teachers deploying the tools of critical literacy 
in varying ways with varying degrees of success. This can be instructive for other 
teachers. Celia could further develop her critical literacy practice in terms of more 
overtly linking the use of literary devices with their ideological effects in order to 
present a more emancipatory position on critical literacy teaching, as Margot did. 
This could have been done, for example, by juxtaposing texts (Locke & Cleary, 
2011; McLaughlin & DeVoogd, 2004; Morgan & Ramanathan, 2005) in order to 
compare the divergent ideological effects of the formal features of the MLK speech 
with those of Old Major’s speech in Animal Farm which the students studied earlier. 
4. Additions such as explanations, legitimations and evaluations 
Many explanations are evident in the preceding sample of data, for example, 
Celia explains alliteration; the pronoun “we” and its use; the contrasting images in 
the poster. Parallel construction, as a concept, is not explained fully but this may 
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have been because Celia was aware of my presence in the room and was not entirely 
sure of how to explain it succinctly. 
Legitimations of student contributions are also evident throughout the extract. 
In fact, exploration of the features evident in the speech using the formal terms is 
initiated not by Celia but by a student’s contribution. The first aesthetic feature is 
identified by a student, Valentina:   
Valentina: Is repetition “good use” [of language features]? 
Celia then takes up Valentina’s contribution of “repetition”, expands on this in 
everyday language, adds to it with other more formal language terms such as 
“themes”, and eventually explains how the various features work to develop a pattern 
of language features in MLK’s speech. Another example of legitimation is when 
Celia genuinely queries a student’s suggestion regarding the repeated use of the word 
“segregation” in the speech and then takes up the contribution:  
Male student: There’s also the repetition of “segregation”. 
Celia: Where’s that? 
Male student: That’s also in the first paragraph. 
Celia: So he’s actually talking about segregation? 
Male student: Yeah. 
Celia: I might use that particular example in the first – in the 
second paragraph for another language feature. So that’s a 
good use of repetition… 
These are examples of what Sandretto (2011) says should be features of critical 
literacy pedagogy: using genuine dialogue based in joint discovery, rather than 
transmission instruction, and drawing on student voices. 
Evaluations by Celia are positive: “Yes”, “Yep”, “Yeah”, “OK” are used 
throughout the extract which indicate she is affirming their efforts to contribute to the 
discussion. Also, when one student makes a suggestion and Celia is not quite sure of 
its relevance, rather than saying “No”, she says “Possibly”, employing a Comment 
Adjunct in an Interpersonal Theme. Interpersonal Theme is the beginning of a clause 
that indicates the kind of interaction between speakers or the positions they take” 
(Butt et al, 2012, p. 172). Celia exercises discretion in her choice of wording so as 
not to diminish the student’s contribution and to encourage him to think further. In 
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addition, one student offers an idea and she repeats it back to him almost verbatim, 
thereby affirming his contribution as well, for example, 
Male student:  He uses metaphors. 
Celia:  He uses a lot of metaphors. 
Summary of recontextualising critical literacy at Beacon High 
The selection of elements for inclusion and exclusion and what is given greater 
or lesser prominence shows the ways in which Margot and Celia recontextualise 
critical literacy as part of the genre chain process. Table 5.8 shows the rescaling of 
critical literacy in the genre chain at Beacon High. 
Table 5.8 
Recontextualisation of Critical Literacy from Curriculum to Classroom at Beacon High 
Beacon High Work Program includes a focus on critically considering the media and how the 
media represents groups for Year 11. 
For Year 12, the focus is on how language choices reflect political discourses; how cultural 
assumptions are evident in language uses; how people can shape particular representations of issues 
and people in texts. 
Teacher enactment in the classroom: 
Recontextualising critical literacy 
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1. Degree of 
abstraction from 
concrete events 
through mode-
shifting in teacher 
talk 
Eliciting existing, concrete knowledge and experience through 
emotions; 
Dialogic interaction; 
Gradual building of abstract aesthetic features and terms identified in 
a concrete model; 
Formal terms repeated several times 
2. Presence or 
absence of 
particular elements 
Year 11 –  Explicit vocabulary teaching using whiteboard. 
Drawing critical conclusions about the material effects of language 
use. 
Year 12 – Emphasis on feelings in relation to investigation of 
aesthetic language features and their persuasive effects.  
Explicit vocabulary teaching and examination of a model speech. 
Absence of oracy/voice based on critical literacy investigation. 
3.Order events are 
presented in 
Year 11 – Personal experience is drawn on to explore technical 
terminology and then effects of representation at societal level. 
Year 12 – Dialogic discussion of the formal “aesthetic” features of the 
speech; eliciting an emotional response to the aesthetic; identifying 
the values and ideology of the text, and returning to the formal 
features again. 
4. Additions Vocabulary and concept explanations; positive evaluations and 
legitimations. 
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5.4.3 Conclusion 
My interest in this chapter was how the teachers in this study position 
themselves within, or carry on with the struggle over meaning, in their 
recontextualisation of official education policy. Table 5.9 returns to the genre chain 
to show the inclusion of critical literacy in the syllabus, and in the work programs, 
and in the material effects of the teachers’ recontextualisation of critical literacy in 
their classrooms in the two sites. It also indicates the degree to which the teachers are 
inculcated or have come to position themselves inside critical literacy in their 
enactment. 
From the data analysis in this chapter it is evident that teachers have a powerful 
role to play in the process of rescaling critical literacy between various scales of 
social life, from state to local. Despite increased pressure regarding standardisation 
and measurability (Comber & Nixon, 2009), as well as continuous and rapid English 
curriculum change in Queensland, Australia (Alford & Jetnikoff, 2011), the teachers 
in this study continue to make critical literacy a feature in their teaching. The 
teachers demonstrate agency, fundamental to the rescaling activity, in positioning 
critical literacy visibly in their planning and through teaching critical literacy in ways 
their EAL/D students can access and use it. Critical literacy is used not only for 
deconstructing texts in an objectifying way (as in Riva’s lesson), but also to reflect 
intellectually and subjectively (through emotions) on ways cultural artefacts like 
texts position EAL/D learners as members of the Australian community (as in 
Margot’s lessons), and wider communities (as in Celia’s lessons). Critical literacy is 
also a way in which to identify persuasive literary devices and to examine the ways 
these devices have an emotional effect on readers that then lead to an understanding 
of ideological values and positioning inherent in texts (as in Celia’s lesson). 
However, the nexus between understanding the aesthetic features of texts and 
understanding the potential impact these features have ideologically on one’s self as 
a reader is not fully realised by the teachers in this study. The enactment of critical 
literacy omits, too, the opportunity to be an instrument by which the students’ voices 
can physically be heard, through their own design texts. This is explored further in 
Chapter 6. 
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Table 5.9 
Recontextualisation of Critical Literacy from Curriculum to Classroom in the Two Sites 
Critical literacy in the English for ESL Learners Senior Syllabus  
(QSA, 2007 amended 2009): 
Considerably reduced focus on critical literacy since 2002 in alignment with shifts in mainstream syllabus and teacher resourcing. 
Riverdale High Work Program includes a range of critical literacy concepts as core 
subject matter such as: readings, positioning, privileging and marginalising and gaps and 
silences; features of visual texts, construction techniques of visual texts; and exploring 
how language of the media is shaped by culture. 
Beacon High Work Program includes a focus on critically considering the media 
and how the media represents groups for Year 11. For Year 12, the focus is on how 
language choices reflect political discourses; how cultural assumptions are evident 
in language uses; how people can shape particular representations of issues and 
people in texts. 
Teacher enactment in the classroom: 
Recontextualising critical literacy 
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1. Degree of 
abstraction from 
concrete events  
Low degree of abstraction through careful mode-
shifting in talk. 
Critical literacy concepts are presented concretely 
through use of everyday talk. 
Year 11 – Low degree of abstraction through careful mode-shifting in talk; eliciting 
existing, concrete knowledge and experience through emotions. 
Year 12 – Gradual building of abstract aesthetic features and terms identified in a 
concrete model; formal terms repeated several times. 
2. Presence or 
absence of particular 
elements 
Concepts from the 2002 syllabus such as 
representations, readings, constructions of reality are 
present. 
Scaffolded writing via Powerpoint and whiteboard. 
Whole class dialogic interaction is present. 
Substantive conversation is absent, although some 
group work was undertaken in other lessons. 
Absence of emotional investment. 
Year 11 – Concepts such as representation and marginalisation; explicit vocabulary 
teaching with whiteboard support; drawing critical conclusions about the material 
effects of language use; dialogic interaction. 
Year 12 – Emphasis on feelings in relation to investigation of aesthetic language 
features and their persuasive effects; explicit vocabulary teaching with white board 
support; absence of oracy/voice based on critical literacy investigation. 
3. Order events are 
presented in 
Message to meaning-making to readings to the four 
types of readings. Three steps are presented before the 
abstract terms are introduced. 
Year 11 – Personal experience and feelings are drawn on to explore technical 
terminology and then effects of representation at societal level. 
Year 12 – Dialogic discussion of the formal “aesthetic” features of the speech; 
eliciting an emotional response to the aesthetic; identifying the values and ideology 
of the text, and returning to the formal features again. 
4. Additions Detailed explanations of concepts, legitimations and 
frequent positive evaluations are evident. 
Vocabulary and concept explanations; positive evaluations and legitimations. 
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The analysis shows the teachers have “capacity to influence or control 
processes of mediation [which] is an important aspect of power” (Fairclough, 2003, 
p. 31) in contemporary education. It provides evidence of some emancipation, as an 
element of critical case study (see Chapter 4, section 4.1) which Thomas (1993) 
refers to as “the process of separation from constraining modes of thinking or acting 
that limit perception of and action toward realising alternative possibilities” (p. 4). 
The teachers’ modes of thinking about critical literacy and the modes of acting that 
arise from those modes of thinking constitute emancipation from the limiting array 
provided in official policy, as explained in section 5.2. I explore these modes of 
thinking and acting in more detail in Chapter 6. This is also significant for student 
equity and agency if individual teachers, as professionals, are able to rescale and 
shape curriculum, pedagogy and assessment that supports the particular mix of 
cultural and social diversity in their classrooms (Klenowski, 2013, p. 100). However, 
the analysis also shows that they are constrained by constructions of critical literacy 
in syllabuses. As Fairclough (2001) argues, the properties of powerful discourse 
types such as syllabuses are imposed on all who participate in them. These discourse 
types themselves possess a form of inflexibility as an effect of power behind the 
social order. They are less fluid or negotiable than other discourse types because they 
are often highly routinised and technical, prohibiting access without the “correct” 
knowledge, and have been attributed power historically. Other contextual factors 
such as work program decisions based on syllabus assessment requirements, relations 
and subject positions among staff members, as well as institutional staffing decisions 
and lack of time were also constraining. 
The analysis in this chapter confirms enduring views of critical literacy in the 
literature. That is, “how educators shape and deploy the tools, attitudes, and 
philosophies of critical literacy is utterly contingent: It depends upon students’ and 
teachers’ everyday relations of power, their lived problems and struggles, and …on 
educators’ professional ingenuity in navigating the enabling and disenabling local 
contexts of policy” (A. Luke, 2012, p. 9). The analysis of these particular lessons, 
representative of the data, shows that critical literacy with EAL/D learners is a 
historical work in progress (A. Luke, 2012) with the different teachers enacting it in 
contingent ways. As stated at the beginning of this chapter, enactment is complex 
and occurs on a continuum from initial mobilisation to inculcation, the latter being 
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where people come to “own” a discourse and position themselves inside it 
(Fairclough, 2003). I suggest that Riva (and Lucas) and Margot position themselves 
inside an approach to critical literacy reminiscent of the 2002 version of the syllabus, 
due to their consistent emphasis on deconstructing texts in an objectifying way in 
order to sharpen higher order thinking and writing for tertiary study. Margot is also 
inculcated into a social justice orientation, given her discussion about the alienation 
students feel when not represented fairly in the media. Celia, however, is at the initial 
mobilisation end of the continuum, attempting to link established approaches to 
teaching literature; that is, identifying aesthetic features and their affective power 
with consideration of their ideological power.  
5.5 CHAPTER SUMMARY 
In this chapter, the analysis showed how the teachers in this study mediate the 
English for ESL Learners Senior Syllabus (QSA, 2007 amended 2009) as a genre of 
governance interpreting and enacting the syllabus in particular ways. It demonstrates 
a range of perspectives on what makes a lesson “critical” which I take up further in 
Chapter 6. This has important implications for teachers as it showcases EAL/D 
teacher agency in rescaling the official genre (Fairclough, 2003) and EAL/D 
pedagogy which can make critical literacy accessible to EAL/D learners.  
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Chapter 6: Constructing Critical Literacy for EAL/D 
Learners  
In the preceding chapter, I demonstrated ways in which the four teachers 
worked with official constitutions of critical literacy to recontextualise it as an 
approach to teaching language and literacy in their own classrooms with EAL/D 
learners in senior English. The key concern in this second data chapter is to explore 
how teachers, within their subject positions within the orders of discourse, projected 
their own knowledge and practice of critical literacy. I address one of the research 
sub-questions established in Chapter 1: What understandings about critical literacy 
do teachers of EAL/D learners articulate? This chapter identifies the ways the four 
teachers constructed the concept of critical literacy, in the context of emergent “low 
definition curriculum” (A. Luke, Woods, & Weir, 2013, p. 7), and limited support 
provided by educational authorities regarding how to teach critical engagement with 
text. It is important to remember, as outlined in Chapter 2, that distillation of critical 
literacy to one “method” is actively resisted in the literature. This chapter 
investigates the following aspects of critical literacy: the ways in which the four 
teachers talked about critical literacy for EAL/D learners; and the ways their talk 
about critical literacy contributes to the constitution of critical literacy as an approach 
to literacy teaching with learners from culturally and linguistically diverse 
backgrounds in senior high school. The analysis shows the ways their articulated 
understandings indicate “possible worlds” of critical literacy experience for senior 
EAL/D students. Combined, these foci enable an exploration of how these teachers 
construct critical literacy in a particular place and at a particular time. 
6.1 ORGANISATION OF THE DATA ANALYSIS IN THIS CHAPTER 
This chapter is organised around how each of the four teachers constructed 
critical literacy in their talk and/or practice, and how these constructions might then 
sustain existing assemblages of critical literacy, or adjust or transform these. In this 
chapter, I present data from interviews in addition to classroom practice data in order 
to show the complexity of the teachers’ articulated orientations to critical literacy. 
My intention is not to try to match the interview data with the classroom practice 
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data to show any form of alignment, but to analyse the data for the range of 
possibilities the teachers associate with critical literacy. This is legitimate because of 
the way in which I established the collection of classroom data, as outlined in 
Chapter 4. That is, I asked each teacher to nominate the term and three specific 
lessons within those terms where they would be teaching critical literacy. It is also 
commensurate with the theoretical view of discourse this study adopts as outlined in 
Chapter 3; that different texts (e.g., in this study, interview talk and classroom talk) 
are generated by different discursive formations, each with particular ideologies and 
ways of producing and distributing power (Fairclough, 2001a, 2003). Including a 
range of data sets, therefore, allowed me to gain a richer and more accurate picture of 
their orientations to critical literacy. Rather than using themes to focus the analysis, 
the teachers are dealt with individually in order to show how these four individual 
teachers represent critical literacy in their contexts, the focus of this instrumental 
case study (Simons, 2009). The analysis allowed exploration of the ways in which 
existing constitutions of critical literacy are negotiated, adjusted or transformed in 
the four teachers’ articulated knowledge and practice.  
Much of the analysis for this chapter has been conducted “off stage” (Taylor, 
2001). Therefore, I present here analysis of particular data that is either typical, key 
knowledge expressed by these particular teachers, or which stood out as distinctive 
for a particular teacher. Additionally, the selection of data included here allows me to 
add to the current empirical literature on teaching critical literacy. My approach in 
this chapter begins with micro-analysis of the data extracts at the textual level 
(description) leading to interpretation and finally explanation of macro-level social 
formations of critical literacy. Analysis of the teachers’ language choices, using 
CDA, brought to light their orientations and shows how each teacher blended various 
aspects of critical literacy with and for their EAL/D learners. A final summary 
discussion of all four teachers is presented in section 6.5, outlining the implications 
of the findings across the four cases.  
6.2 EXPLANATORY FRAMEWORK – JANKS’ SYNTHESIS MODEL 
(2010) 
To explore the orientations of the four teachers to critical literacy in the data, I 
use Janks’ (2010) Orientations to Critical Literacy Model as an explanatory 
framework to organise the data into four categories: Domination, Access, Diversity 
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and Design. This model was introduced in the literature review (Chapter 2) and is 
outlined again briefly below. I indicate representations of critical literacy in the data 
that fit into Janks’ model and those that do not fit but that indicate aspects of the 
discourses in the teachers’ talk and practice in relation to critical literacy. In doing 
so, I capture a range of constitutions of critical literacy in the teachers’ talk and 
practice. 
Janks’ (2010) model suggests that literacy teaching, including the teaching of 
critical literacy, is contested and is not a neutral activity. In this model, Janks 
maintains that four orientations to the teaching of critical literacy are possible – 
Domination, Access, Diversity and Design – that they are interdependent and need 
to be held in “productive tension to achieve what is a shared goal of all critical 
literacy work: equity and social justice” (Janks, 2010, p. 27). Domination assumes a 
critical discourse analysis approach in which the language and images in dominant 
texts are deconstructed to discover concepts such as fore-groundings, silences and 
whose interests are served. Access involves making explicit the features of the genres 
that carry social power, for example, analytical essays and reports, hitherto assumed 
to be already in some learners’ heads. Diversity involves drawing on a range of 
modalities as resources and to include students’ own diverse languages and literacies. 
Finally, Design asks teachers to harness the productive power of diverse learners to 
create their own meanings through re-construction of texts. Students use a range of 
media and technologies to do so without relying on traditional print media and 
“essayist literacy” (Street, 1984). Offering students control over text production, the 
opportunity to “talk back” to texts and to produce texts that matter to them, is 
considered important for agency and identity transformation. 
This model is useful for the analysis because it presents four common 
orientations to critical literacy, and suggests that “different realisations of critical 
literacy operate with different conceptualisations of the relationship between 
language and power by foregrounding one or other of domination, access, diversity 
or design” (Janks, 2010 p. 23). It also shows the interdependence each has with the 
other, and critiques unitary orientations that exclude the other dimensions. Any one 
dimension, without the others, creates an imbalance that denies students the 
opportunity to experience the full range of critical literacy education. Table 6.1 
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explains the interdependence of the four elements of the model and highlights the 
need to weave all four together in the practice of teaching critical literacy.  
Table 6.1 
The Synthesis Model of Critical Literacy (Janks, 2010, p. 26) 
Domination without access This maintains the exclusionary force of dominant discourses. 
Domination without diversity Domination without difference and diversity loses the ruptures that 
produce contestation and change. 
Domination without design  The deconstruction of dominance, without reconstruction or 
design, removes human agency. 
Access without domination Access without a theory of domination leads to the naturalisation 
of powerful discourses without an understanding of how these 
powerful forms came to be powerful. 
Access without diversity This fails to recognise that difference fundamentally affects 
pathways to access and involves issues of history, identity and 
value. 
Access without design This maintains and reifies dominant forms without considering 
how they can be transformed. 
Diversity without domination This leads to a celebration of diversity without any recognition that 
difference is structured in dominance and that not all 
discourses/genres/languages/literacies are equally powerful. 
Diversity without access  Diversity without access to powerful forms of language ghettoises 
students. 
Diversity without design Diversity provides the means, the ideas, the alternative 
perspectives for reconstruction and transformation. Without design, 
the potential that diversity offers is not realised. 
Design without domination Design without an understanding of how dominant 
discourses/practices perpetuate themselves, runs the risk of an 
unconscious reproduction of these forms. 
Design without access This runs the risk of whatever is designed remaining on the 
margins. 
Design without diversity This privileges dominant forms and fails to use the design 
resources provided by difference 
 
Janks’ model is particularly valuable for exploring EAL/D teaching as it takes 
into account a perennial problem: the “access paradox” (Janks, 2004; 2010; Lodge, 
1997). The access paradox recognises that deconstructing texts without providing 
knowledge of how those texts are constructed in the first place, excludes learners 
from powerful language varieties that manifest as linguistic capital. This, in turn, can 
limit learners’ life opportunities and confine them to marginalised language use in 
their own communities (Janks, 2010). However, without deconstruction or a view of 
language as power, an Access model on its own naturalises and privileges powerful 
language forms and genres, and undervalues students’ own forms of expression and 
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knowledge. Hegemony, or consent to common-sensical or seemingly inevitable 
social practices (Gramsci, 1971), is thereby established and/or maintained. Janks’ 
model provides an “ideal world” model of teaching critical literacy, suggesting 
teachers move between each of the orientations in order to achieve a well-rounded 
critical literacy experience for learners. Reality for teachers often prevents this from 
happening. Janks herself acknowledges this. She suggests that the model does not 
prevent teachers from working with one orientation at a time but that each should be 
given equal weighting in a curriculum (Janks, 2010, p. 27).  
One of my interests is to further extend Janks’ model. In Table 6.2, I reword 
Janks’ model using positive wording – with not without – and suggest what this 
might afford. I use this wording in my own conclusions about the teachers’ 
orientations in section 6.3. Reframing the model in terms of affordances is useful for 
a number of reasons. Table 6.2 is more nuanced and therefore has added explanatory 
power. It shows a positive picture demonstrating affordances and allows multiple, 
generative combinations across the dimensions. For example, Access with 
Domination with Diversity. This shows teachers, in particular, what can possibly 
occur if various combinations are employed. Janks herself rewords her own model 
positively in her reflections on what was made possible in a critical writing 
intervention project with Grade 4 learners in South Africa. The children created a 
multimodal children’s game with drawings and written instructions. She reflects on 
the potential that Diversity offers when coupled purposefully with Design: “The 
imagined differences between children’s games in different countries became a 
productive resource, which is realised by the production of texts in different 
modalities” (Janks, 2010, p. 170).  
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Table 6.2 
Affordances Based on Janks’ Synthesis Model 
Janks’ Synthesis Model (2010) Affordances (Alford, 2014) 
Domination without access  
This maintains the exclusionary force of dominant 
discourses. 
Domination with access allows the exclusionary 
force of dominant discourses to be contested and 
potentially dissipated. 
Domination without diversity 
Domination without difference and diversity loses 
the ruptures that produce contestation and change. 
Domination with diversity invites contestation 
and change brought about by alternative 
perspectives/discourses/languages/literacies. 
Domination without design  
The deconstruction of dominance, without 
reconstruction or design, removes human agency. 
Domination with design enables creative 
reconstruction and agency based on an 
understanding of power. 
Access without domination  
Access without a theory of domination leads to the 
naturalisation of powerful discourses without an 
understanding of how these powerful forms came 
to be powerful. 
Access with domination provides a view of texts 
and discourses as reproducible but always invested 
with power, and that some texts have more 
culturally-loaded power than others. 
Access without diversity  
This fails to recognise that difference 
fundamentally affects pathways to access and  
involves issues of history, identity and value 
Access with diversity recognises that learners 
bring different histories, identities and values to 
text production. 
Access without design  
This maintains and reifies dominant forms without 
considering how they can be transformed. 
Access with design gives diverse learners the 
chance to transform dominant texts using multiple 
sign systems. 
Diversity without domination  
This leads to a celebration of diversity without any 
recognition that difference is structured in 
dominance and that not all discourses/genres, 
languages/literacies are equally powerful. 
Diversity with domination celebrates difference 
but recognises that it is structured in dominance 
and can be challenged. 
Diversity without access   
Diversity without access to powerful forms of 
language ghettoises students.  
Diversity with access allows difference to be 
brought into dominant language and textual forms. 
Diversity without design  
Diversity provides the means, the ideas, the 
alternative perspectives for reconstruction and 
transformation. Without design, the potential that 
diversity offers is not realised. 
Diversity with design realises the potential 
diversity offers in reconstructing texts. 
Design without domination  
Design without an understanding of how dominant 
discourses and practices perpetuate themselves, 
runs the risk of an unconscious reproduction of 
these forms. 
Design with domination provides an 
understanding of how dominant practices are 
perpetuated and how they can be transformed. 
Design without access  
This runs the risk of whatever is designed 
remaining on the margins. 
Design with access creates the potential for new 
forms to be considered and accepted by/as 
dominant practices. 
Design without diversity  
This privileges dominant forms and fails to use the 
design resources provided by difference.   
Design with diversity provides opportunity to 
draw on difference as a resource for design. 
 
Chapter 6: Constructing Critical Literacy for EAL/D Learners 195 
Janks’ reflection inspired me to reword the table using this positive approach. 
Viewing the model in terms of what it can afford assisted me in mapping “the 
realisations” of aspects of the synthesis model in the teachers’ talk and practice. It 
provided me as researcher with a lens through which to observe teacher talk and 
practice in order to document what their practice is doing rather than what it is not. 
This is explored in this chapter. In doing so, I mobilise a key objective for the critical 
discourse analyst: to “document which discourses make a difference, how, in what 
ways and for whom” (A. Luke, 2005, p. 200). In addition, critique with no way 
forward remains analytical and not necessarily generative. An affordance model 
provides teachers with possibilities for synthesis, encouraging them to think about 
what synthesis opportunities might be able to co-exist in their particular classrooms 
and what else might be harnessed to create greater interplay between the dimensions 
of the model.  
6.3 ANALYSIS OF THE DATA 
My analysis of the data indicates that aspects of Access and Domination 
orientations (in that order) were most prominent in the teachers’ talk and practice 
followed by aspects of Diversity. Any significant Design (refer section 6.2, where 
students are cast as re-designers or inventors drawing on a range of multimodal 
semiotic systems (Janks, 2010; Jewitt, 2008; Kress & van Leeuwen, 2001), was 
almost non-existent except for the design potential in one teacher’s Year 12 written 
political speech task.  
By way of providing an overview of the detailed linguistic analysis to follow, 
Table 6.3 shows a summary of the chief orientations to critical literacy, which I 
identified across the data. 
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Table 6.3 
Synthesis of Orientations of the Four Teachers Towards Critical Literacy 
Site and teacher Access Domination Diversity Design Other findings 
Beacon 
High 
Margot ++ +++ +  
i. Individual 
empowerment 
and personal 
development 
focus. 
ii. Knowledge 
about Language 
(KAL). 
Celia +++ ++ + + 
An aesthetics 
dimension. 
Riverdale 
High 
Riva +++ +++ ++  
Knowledge 
about Language 
(KAL). 
Lucas +++ +++ +  
Knowledge 
about Language 
(KAL). 
Note. +++  = strong presence of this orientation; ++ = significant presence; +  = some presence; 
(blank) = no presence 
The table is based on the analysis of a number of sources: Leximancer results; 
general inductive impressions from themes that emerged from the data; coding 
deductively using the research questions and Janks’ model. For example, across the 
interview data, I identified all the instances of where the teachers articulated 
knowledge of critical literacy (Knowledge), ways of enacting critical literacy 
(Practice) and how they see EAL/D students in relation to critical literacy (Students). 
I grouped the instances of data under broad coding headings – “Knowledge”, 
“Practice” and “Students”. I then interpreted the data in terms of Janks’ four 
orientations to see what patterns emerged, and to identify anything new that did not 
fit neatly into Janks’ model.  
In the following section, I describe and interpret data to show how I arrived at 
these conclusions. What is also of interest is how the teachers weave certain 
orientations together within their network of practices. This aligns with Janks’ point 
about the interdependence of the orientations to teaching critical literacy. In looking 
closely at the language choices the teachers make, CDA can help identify this 
complex interplay. Excerpts from both interview and classroom practice data are 
presented in this chapter to represent articulated knowledge in both interviews and 
enactment (see RQ 1), and thereby show complexity in the data. The “case” under 
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investigation in this study is the teaching of critical literacy in senior high school 
English with EAL/D learners. Therefore, data presented in this chapter represent the 
four teachers’ understandings of critical literacy across the two sites. I describe, for 
each teacher, the lexical and grammatical choices in the data extract using CDA 
tools, as articulated in Chapter 4, section 4.6. These tools are useful for identifying 
the orientations of each teacher to critical literacy. Orientations involve approaches 
or stances along with realisations (Janks, 2010, p. 23) through deeds and words. 
Thus, I argue that it is useful to think about “orientations” in terms of Fairclough’s 
(2003) language-meaning relations: Discourses (ways of representing), Genres (ways 
of acting) and Styles (ways of identifying). These relational groups combine 
dialectically to construct the particular orientations to teaching critical literacy. The 
interest for this study is the ways the orientations themselves combine and co-exist in 
classrooms to provide particular approaches to teaching critical literacy. Each of 
these categories helps comprise the orientation/s, and the orientations are dialectical 
in that they relate to and inform one another and are difficult to separate from one 
another. I then move to the explanation phase of analysis to identify the “order of 
discourse” (Foucault, 1984) that is, the possibilities and exclusions regarding critical 
literacy with EAL/D learners. 
During initial analysis, it seemed apparent from my coding and memo writing 
that the data were strongly indicating an Access Model of Critical Literacy (Janks, 
2010), as described in Chapter 2. Since Access is to do with teaching powerful 
genres and dominant literacy practices such as genre teaching (Janks 2010), I used 
my knowledge of the context and literature to identify the occurrence of words 
pertaining to “genre” or its like (“essay”, the particular genre in question e.g., 
“report”, or “model”). Using rudimentary quantitative analysis (MS Word “find” 
tool), I ascertained the frequency of language use that constitutes an Access Model 
across the data. I then double-checked the use of those words in the context of the 
teachers’ interview speech (raw data). Leximancer also indicated that these concepts 
featured significantly in the data. In all, there were 608 references to “genre” or text 
type, in some form, across the 16 interviews and 12 lessons recorded. This equates 
roughly to 28 hours of data or 1680 minutes. I divided 1680 minutes by 608 to find 
that there were, on average, two references to “genre” per minute in all of the data. 
See Appendix J for the numerical breakdown across the data for the four teachers. 
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Thus, an Access model appears strongly in their talk. However, further analysis of 
the teachers’ language choices, using the CDA analytic tools outlined in Chapter 4, 
section 4.6, brings to light this orientation more delicately. It shows how Access 
interacts with other aspects of the model within a network of practices that make up 
the construction of critical literacy with EAL/D learners in senior high school in 
these two sites.  
In the following section, the exposition of the analysis will proceed from each 
data extract to analysis using CDA and SFL, followed by discussion of the data in 
relation to Janks’ model (2010). 
6.3.1 Teacher 1: Margot – Beacon High 
Access, Domination, Empowerment and Knowledge about Language 
The first data excerpt is taken from my initial interview at the beginning of the 
school year with Margot (see Appendix E for the transcription style used). Recall 
that Margot is an experienced teacher of EAL/D learners and is teaching a Year 11 
class of 28 students from mixed nationalities including those from refugee 
backgrounds.  
JA: … the first one is a big question, basically just tell me about how 
you see critical literacy?   
Margot: Okay. I guess critical literacy is understanding not JUST (.5) what 
the text is about but, um well, it IS understanding what the text is 
about, but understanding WHY that text is about that, what (1.0) I 
guess (2.0) oh it sounds a bit subversive if you start talking about 
hidden messages but um, understanding why things have been 
written in the way they’ve been written, um, and I guess you know 
for teenagers in particular there’s – they tend to take everything at 
face value, to just accept that because they’ve read it somewhere 
IT’S TRUE, whereas it’s just developing that more CRITICAL way 
of looking at (.5) text, whatever they may be. So that to me is 
critical literacy, is I guess OPENING THEM UP to understanding 
that it’s not just about seeing what’s in front of you but seeing 
where it fits into a wider CONTEXT, where it fits into, you know, 
our society or that particular society or um, and thus becoming 
more EMPOWERED. I like that word empowered, so. 
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JA: So in what way do you think they’re empowered by critical 
literacy? 
Margot: Because it allows them to understand if they’re being manipulated I 
guess. Um, it allows them to see – God, I’m just trying to 
think…um (2.0) that do you know, if you KNOW (.5) why 
somebody is saying something in a particular way it does help you 
to UNDERSTAND the issue more deeply. I guess it’s a matter of, 
you know, like, for them THINKING more deeply about (.5) you 
know what are the agents – you know like, how things, just that 
whole empowering business I guess is understanding, you know, 
how society works, how INSTITUTIONS work. Um, understanding 
the RIGHTS that THEY have, I guess, because it’s very easy – I 
guess the thing is if you DON’T have any knowledge you accept 
everything at face value, it’s very easy for you to be controlled BY 
individuals, institutions. You know, you become disempowered. So 
I think that’s – it’s about THEIR DEVELOPMENT as an individual 
and where they fit into our society. 
 (Margot, Site 1, Interview 1, Feb 3, 2010; lines 6-35)  
Over the course of the extract, Margot presents six reasons why critical literacy 
is empowering. It 
1. allows students to understand if they are being manipulated; 
2. allows them to see why somebody is saying something in a particular way; 
3. helps students to understand the issue more deeply (thinking about the agents); 
4. that whole empowering business – helps students to understand how society 
works, how institutions work; 
5. helps them to understand their rights; to not accept everything at face value; 
6. helps their development as individuals and to know where they fit into society. 
Her reasons can be grouped into three broad themes: critical literacy helps 
students to understand texts (= Access); to understand their own position in society 
including their rights (= Domination/Power); and ultimately to develop as individuals 
in society (=Domination/Power). Such value systems and associated assumptions are 
discourse-specific and are “of particular ideological significance …[as] relations of 
power are best served by meanings that are widely taken as given” (Fairclough, 
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2003, p. 58) or in other words, “natural”. In talking about critical literacy in this way, 
Margot presented the socially constructed phenomenon of critical literacy as 
“natural”, legitimate and an inevitable part of teaching. In the following section, I 
show how I arrived at the way Margot discursively constructed critical literacy, for 
and with her learners, in the particular wordings in the data excerpt above. In 
particular, I tease out the way she interlaced certain orientations to critical literacy in 
her talk. I present the analysis in terms of Discourses, Genres and Styles. 
Discourses 
In terms of the Discourses (representations of aspects of the world), I analysed 
the extract for Transitivity, themes and associated vocabulary or lexical items, and 
metaphor. These are the elements of language that Fairclough (2003) argues can lead 
the textually-oriented analyst to discourses. Refer to Appendix I for samples of 
transitivity analysis conducted for this chapter. Dominant processes in the extract 
from Margot are shown in order of frequency in Table 6.4. 
Table 6.4 
Process Types Used by Margot 
Process type Examples 
Relational Identifying is; is about 
Mental guess; accept; 
take at face value ;  
think; know; understand 
Relational Attributive becoming empowered; 
become disempowered; 
sounds subversive 
Material allows them to understand if they’re being 
manipulated; be controlled 
 
Relational Identifying: “is” (used at least 9 times); various Mental:Cognition 
processes for example, “I guess” (seven times), “accept”, “take at face value”, “I 
think”, “know”, “understand”; Relational Attributive: “becoming empowered”, 
“become disempowered”, “sounds subversive”; Material: “allows (or enables) them 
to understand if they’re being manipulated”, “be controlled”.  
Relational Identifying processes are principally used to construe relationships 
of identification, that is: x means y. These are used by Margot in projected clauses 
following the initial Mental process “I guess…” which indicates that her perception 
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or understanding follows. The relational identifying process enables Margot to 
encode her meanings around critical literacy and signifies that Margot is articulating 
the “value” she places on the “token” critical literacy. Margot’s final comment also 
uses a relational identifying process when she states that critical literacy is about the 
students’ development and place in society. This assertion challenges the notion that 
teachers are doing critical literacy as a purely rationalist critique exercise that stays 
within the four walls of the classroom (Morgan, 1996). Margot sees it as having 
direct application to her students’ lives in a broader sense as they navigate new 
identities in a new cultural milieu.  
Her conceptualisations of what constitutes critical literacy is strengthened by 
her use of the Mental process “guess” seven times throughout this statement with 
Margot as the Sensor “I”. Repetition of the particular word “guess” is commented on 
further below in the Styles section. Margot is saying that critical literacy is about 
making literal meaning (i.e., what the text is about) as well as identifying the reasons 
why the text has been constructed in a particular way. It includes looking for hidden 
messages and developing a critical way of looking at text. 
Her language choices shift to include a material process – “opening up” – in 
“opening them up to understanding” (line 16) which signifies action to describe the 
role critical literacy plays with her students. By omitting the actor in the statement, it 
is not possible to tell whether it is critical literacy itself or Margot as the teacher who 
is doing this “opening up”. Another shift then takes place to a Relational Attributive 
process in “becoming empowered” to describe an attribute of the students: 
empowered. In raw terms, Margot defines what critical literacy is, then suggests what 
it does (opens students up). She then suggests students become empowered as a 
result. Consequently, this extract indicates both Access (understanding) and 
Domination (empowerment) orientations (Janks, 2000, 2004, 2010).  
Margot’s language choices also reveal aspects of how she positions her 
students for critical literacy. “Understanding” in Margot’s talk is presented as an 
entity. Rather than using it as a process (verb group), she uses it as the beginning of a 
noun group using the gerund “-ing”. In SFL, this is known as “grammatical 
metaphor” (Halliday, 1994. p 342) and represents “a transference of meaning” (Butt, 
2012, p. 98). Turning an event from an action to a noun, which expresses particular 
participant roles, objectifies the event and removes it from experience. Whole clauses 
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can be repackaged as participants or things. This experiential shift is meaningful as it 
fixes the event in time and allows the speaker to describe, classify and characterise 
the event, in this case, critical literacy. Grammatical metaphor is a resource for 
generalising and abstracting, and is common in scientific and technical discourse 
(Halliday and Martin, 1993) and also governmental discourse (Lemke 1995). In 
using this resource, Margot suppresses and backgrounds (Fairclough, 2004) the 
social actors who are doing the critical literacy, that is, the students. They are not 
mentioned in her definition, and they are referred to as “teenagers” in general, or 
“they”, or “them” or they are ellipsed. For Margot, then, critical literacy is beneficial 
but she refers to it here without directly including her learners in the act of doing 
critical literacy. However, she does include them in a passivated or beneficiary 
participant role in her language choices later in the excerpt when she says “(critical 
literacy is) opening them up to understanding...” (lines 16-17). 
Margot’s use of metaphor in “opening them up” can be seen as a way of 
“yoking ideas together” (Janks, 2010, p. 74). This discursively constructs critical 
literacy as a means of getting students to a place of more expansive engagement with 
knowledge and the possibility of higher order, critical thinking. It is unclear if her 
word choice here suggests an assumption that her students were previously “closed” 
or that she, or critical literacy, will be opening them up further. However, it does 
suggest she sees her students as resources for diverse learning and capable of 
engaging with critical literacy concepts, rather than simply learners with deficits. 
This is corroborated by her use of the generic pronoun “you”. She uses it several 
times referencing ordinary practical experience (Fairclough, 2003), expressing the 
view that critical literacy is something that educated people generally do. 
Genres 
In terms of Genres (actions and actors’ social relationships), the following 
features are of note in Margot’s response. The declarative verb mood (used in 
statements, as opposed to questions or statements with tag questions attached) is used 
prominently, indicating a degree of certainty in Margot’s talk. Semantic relations in 
the first section of her response are patterned predominantly by the use of the 
Relational Identifying process with the participant “understanding” (as a Value or 
object in the clause). This indicates a “logic of equivalence” (Laclau & Mouffe, 
1985, p. 127-129), or collapsing differences by representing objects or entities as 
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equivalent to each other. Margot classifies critical literacy as a means of 
understanding or comprehending the world. Classifications are significant because 
they shape how people act as social agents and they are constantly at work in texts 
either differentiating entities, or setting them up as oppositional or equivalent 
(Fairclough, 2003). 
Contrastive semantic relations are then drawn on when Margot states that 
critical literacy is “not just about seeing what’s in front of you but seeing where it fits 
into a wider CONTEXT.” The conjunction but typically indicates a “logic of 
difference” (Laclau & Mouffe, 1985, p. 127-129). However, Margot classifies 
critical literacy as both equivalent to, and different from, literal reading of text by the 
way she structures her clauses. She classifies critical literacy here as both seeing 
what is in front of you and seeing where it fits in to the broader context. In doing so, 
she constructs both Access and Domination Orientations (Janks, 2010) in her 
conceptualisation of critical literacy. Use of the word thus shifts the higher-level 
semantic relations in the extract again from defining what critical literacy is, to 
indicating that critical literacy is a cause for empowerment, a source of 
enfranchisement in her view. In this textual moment, Margot indicates her 
“explanatory logic” (Fairclough, 2003, p. 95) about the efficacy of critical literacy, 
thereby legitimating it for her learners by reference to a value system: that 
“empowerment” is good. Semantic relations in the second half of the excerpt are also 
expressed through a direct causal relationship, via use of the first conditional, 
between knowing why something is being said in a particular way and understanding 
the issue more fully – for example, “if you KNOW why somebody is saying 
something in a particular way it does help you to UNDERSTAND the issue more 
deeply”. This suggests a connection between the Domination orientation (knowing 
the ideological motivation for why things are represented in a particular way) with an 
access orientation (understanding dominant knowledge) as per my extended version 
of Janks’ (2010) model. The two are interdependent for Margot and this is reinforced 
in the phonological stress she places on those particular words (in capitals). 
Furthermore, Margot foregrounds the Domination orientation in the above 
conditional clause so that the causal semantic relations between the two concepts go 
in the direction from domination to access, not the other way around. For Margot, 
critical exploration of the motivations behind language choices causes students to be 
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able to access the information they are presented with. This is an example of Janks’ 
(2010) call for teachers to “weave (the orientations) together in complex moves” 
(p. 27). It demonstrates tangibly Macken-Horarik’s (1998) point that the better one 
understands language as a tool, the better one can manipulate and use it.  
Styles 
In this section, I discuss the ways in which Margot textures her own identity as 
a teacher of EAL/D in contemporary society. Styles/identities were identified by 
analysing the text for Modality (commitment to “truth” or epistemic modalities, and 
necessity/obligation or deontic modalities; and Evaluative language (e.g., through the 
use of adjectives or qualifiers and assumed values). 
Modality is closely associated with Discourses, as well as Styles, as it indicates 
what people commit to when they make statements, ask questions, make offers or 
give commands. It is the extent of affinity speakers afford to particular 
representations (Hodge & Kress, 1988). In particular, modality is informative in 
showing the interrelationship between Discourses (representations), Genres (actions) 
and Styles (identities). How one represents the world, and how one commits to that, 
is part of how one identifies oneself in relation to others with whom one is 
interacting (Fairclough, 2003). However, since modality is primarily to do with 
commitment, attitudes, judgement and stance, it is treated chiefly within analysing 
Styles/Identities, in Fairclough’s model of CDA.  
Much of Margot’s text can be described as “epistemic modality” (Fairclough, 
2013, p. 169) showing a mixture of confidence and reluctance in commitment to 
truth within the knowledge exchange. Aspects indicating confidence include her use 
of mental processes signifying subjective modality – “I guess…” and “I like…”. In 
addition, making strong truth claims about the mental processes of other people also 
indicates Margot’s self-identification. She stated: “I guess, you know, for teenagers 
in particular there’s – they tend to take everything at face value, to just accept that 
because they’ve read it somewhere IT’S TRUE.” Fairclough (2003) proposes that it 
takes certain identification with power to make such statements about others. This 
reveals Margot’s position of power as a teacher and shows she has a view of 
adolescents as requiring critical literacy in order to not take everything at face value.  
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The value assumption here, also, is that taking things at face value is not 
desirable, and that critical literacy is desirable in that it can help students to 
understand how language and texts fit into wider social contexts. Commitment to 
truth is weakened somewhat, however, by the use of the mental process “guess”. The 
process “guess” signifies subjective modality to a less confident degree than a choice 
such as “I believe” might. Margot’s placement of word stress reinforces my 
interpretation here. Prosodically, her emphasis was consistently on the process 
“guess” rather than the pronoun “I”, indicating some hesitancy. However, this may 
not be a tentativeness in relation to critical literacy, but rather to the interview 
process as part of the conditions of production of the research data.  
To summarise thus far, Margot “re-presents” critical literacy as a source of 
understanding and social empowerment for teenagers and a standard attribute of an 
open-minded, educated person. She presents her view that Access and Domination 
are interdependent, and she further refines the term critical literacy by arguing that 
deconstruction of texts (Janks’ Domination orientation) can actually aid students’ 
Access to dominant text types (e.g., print and television media texts). However, 
Margot does not indicate whether deconstruction would extend to the “genres of 
power” (A. Luke, 1996) that students are expected to reproduce for assessment 
purposes, for example , analytic expositions. Within the research interview genre, 
Margot’s acting and interacting is textured in various ways which also show her 
orientation to critical literacy. She uses declarative verb moods, and explains causal 
and equivalent semantic relations between critical literacy and positive outcomes for 
students. Thus, Margot indicates a strong commitment to critical literacy, suggesting 
it is an inevitable and empowering aspect of literacy teaching. Some weakening of 
this commitment is evident through use of the mental process “guess”, though this 
could be brought about by the particular relations she and I shared in the research 
interview.  
In another short extract from Margot, it is possible to see the Access paradox 
raised in Chapter 2. In the second half of the first interview, Margot described the 
place of critical literacy in the English for ESL Senior Syllabus, 2009. She said it is 
not mandated but that she teaches critical literacy because it helps learners develop 
deeper thinking and the cognitive processing required by the syllabus and assessment 
criteria. She continues…  
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Margot: Also in terms of I guess communication skills which is ... to me, 
communication skills are where crit lit [sic] dovetails with knowledge of 
language because how you communicate, basically, you know, all of those 
things come together, your knowledge of grammar, your vocabulary, all of 
those things come together to communicate a particular message in a 
particular way and that’s where your genre and your register and all of those 
things do operate together   (emphasised with rising intonation) because 
part of that ... in terms of creating a particular text for a particular purpose, 
which is what crit lit – I guess that’s the production side of it .. is 
understanding the right register, having the right genre….  
(Margot, Site 1, Interview 1, Feb 3, 2010; lines 392-401)  
In this extract, Margot classifies or defines what critical literacy is using relational 
identifying processes – are, is. Of greater interest are the themes she chooses to 
represent critical literacy. Margot uses the terms “Communication Skills” and 
“Knowledge of Language” as these are two of three essential exit criteria for 
assessment set by the syllabus (see section 5.2). The third criterion is “Cognitive 
Processes”. Her defining of one aspect of critical literacy (that is, “the production 
side of it”) seems to be closely linked with the assessment parameters, an inescapable 
dimension of senior teachers’ work where moderation and verification processes 
require justification of grading and also curriculum choices. She views the 
control/mastery of genre (i.e., communication skills) to be a crucial element of 
expressing the critical literacy thinking, or the “cognitive processes” as she refers to 
them earlier in the interview. This is reinforced by her use of the “dovetail” metaphor 
which suggests a neat fit; dovetailing and coming/working together in harmony, a 
sense of operating together. The attribute “right” (i.e., “right genre”) also suggests 
that there is an expected way to express critical literacy. 
Her definition here resonates with several themes in the literature. Firstly, she 
refers to knowledge about language (KAL) or how language is used as a resource to 
shape and organise meanings (Derewianka, 1990). This, according to Christie 
(2004), is a significant aspect of learning to “operate in independently critical ways 
in using... literacy” (p.189) and one that can potentially position teachers of EAL/D 
(authorities on language) in powerful ways. Furthermore, Margot expresses the 
“access paradox” (Janks, 2004). Margot seems to be suggesting that in order to 
produce critical literacy responses, students need access to the naturalised, “symbolic 
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power” (Bourdieu, 1991) or status afforded to certain genres in our schooling system. 
Without the “right genre”, critical literacy thinking cannot be expressed, in this 
context.. Using the “right genre”, rather than embracing diversity of student 
response, is foregrounded in Margot’s talk due to mandatory analytical written 
assessment requirements (see Chapter 5, section 5.2). It is necessary, though, to 
know the conventions of texts in order to be able to subvert or “talk back to” a text; 
not just for assessment purposes. However, other ways of expressing critical thought 
are not considered by Margot, for example, free expression. 
Diversity of student responses, as an element in Janks’ model, is constrained by 
the assessment options made available to teachers by the English for ESL Learners 
Senior Syllabus (QSA, 2007 amended 2009) as explained in Chapter 5. Margot 
emphasises elsewhere in the data that it is essential to teach certain genres explicitly 
in order for her learners to be able to express the higher order cognitive processes 
generated by the critical literacy tasks. When I asked her to reflect on the first lesson 
I observed, she said,  
To me that was one of those very basic genre scaffolding, modelling types 
lessons which HAVE to be done... I guess I just really wanted to make sure 
that the kids had an idea of what the actual genre looked like, see how 
language is being used in that particular genre…. how was language being 
used in that genre to convey the message that you want to convey, and how 
the different parts of the genre work together to achieve that particular aim 
as well.                         (Margot, Interview 2, March 10, 2010; lines 6-16) 
Margot’s comment confirms the widely held view that explicit pedagogy and 
access are among the key issues that confront educationalists working in the area of 
academic development with diverse populations (Janks, 2010). In their influential 
work on critical literacy for EAL/D learners, Hammond and Macken-Horarik (1999) 
posed a question: to what extent does critical literacy require control of mainstream 
literacy practices (e.g., genres and grammar metalanguage)? In the context of this 
study, it seems that a very high degree of control of mainstream literacy practices is 
required for these students to successfully demonstrate critical literacy. Margot’s 
words resonate with Rose’s (1989) framing of diverse student identities as “literate 
people straining at the boundaries of their ability, trying to move into the unfamiliar, 
to approximate a kind of writing they can’t yet command” (p. 188). 
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There are significant issues, however, with simply providing access to 
unquestioned powerful genres (A. Luke, 1995b; Janks, 2010; Lee, 1997; Moll & 
Gonzales, 2004). Access without deconstruction can serve to naturalise and reify 
such genres without questioning how they came to be powerful. More recently, in 
terms of student outcomes in high stakes assessment, Allison’s (2011) analysis of 
senior EAL/D learners’ performance on written critical literacy essay tests revealed 
that EAL/D learners, who are given the same instruction on genre as their non-
EAL/D counterparts, still fail to create the cohesive network of topic development 
required for a grade above a “C” or a pass.  Their English language proficiency 
levels prevented the students in Allison’s study from being able to manipulate 
language to do so. She argues that this privileges Western forms of written discourse 
thereby disregarding diversity of response, or diverse ways of illustrating higher 
order thinking that draw on a range of semiotic resources such as film-making and 
other creative endeavours. Despite this constraint, Margot’s efforts to include aspects 
of diversity, though, were obvious. In one lesson she used a South African 
newspaper to show how the media in South Africa privileges certain content and 
perspectives through language and image choice. This then provided the basis for a 
comparative analysis between the ways in which the global media represent people 
of different ethnicities.  
Margot: … so we talked about media in other countries. We talked about Al 
Jazeera. That’s what came up; how would Al Jazeera represent this, this or 
this? Would they represent it in the same way as The Courier Mail [local 
Brisbane newspaper] does? Why not? What is it about Al Jazeera that makes 
it represent this in a different way?            
(Margot, Interview 2, March 10, 2010; lines 663-667)  
In this way, Margot, again, exercised her agentive power (as discussed in Chapter 5), 
in relation to the institutionally dominant discourse of Access. She chooses between 
discourses and modifies her practice by drawing on another set of practices. 
Summary of Margot – significance and implications 
The preceding analysis of the Discourses, Genres and Styles in Margot’s talk, 
as textual indicators of her orientations to critical literacy, is summarised  in Table 
6.5.  
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Table 6.5 
Margot’s Articulated Orientations to Critical Literacy 
Access Domination Diversity Design Other 
Significant 
Access is 
provided to 
powerful texts 
Strong focus on 
Domination or 
deconstructing 
dominant 
discourses in texts 
Some Diversity is 
drawn on 
No Design 
evident 
 Individual 
empowerment 
and personal 
development 
focus; 
 Knowledge about 
Language (KAL) 
 
These findings from Margot are significant in a number of ways as they show 
that within the context of a diminishing explicit focus on critical literacy in policy 
documents: 
1. Margot foregrounds critical literacy as a significant aspect of learning to 
be literate for her particular EAL/D learners, many of whom are refugee-
background with interrupted schooling, thereby presenting the idea that 
EAL/D learners can engage critically with texts at a higher order thinking 
level (cf. the social problem outlined in Chapter 1); 
2. Margot seems to be holding Access with Domination, as two elements of 
Janks’ critical literacy model, in “productive tension to achieve what is a 
shared goal of all critical literacy work: equity and social justice” (Janks, 
2010, p. 27). She indicates that she weaves Access and Domination in 
mutually beneficial ways in her teaching and argues that doing so aids 
EAL/D student learning. As suggested in Table 6.2, Access with 
Domination provides a view of texts and discourses as reproducable but 
always invested with power.  
3. KAL is an important element of being critically literate to Margot. This is 
significant given that many process-based teachers of senior English in 
Australia find teaching aspects of language challenging (Christie, 2004). 
Margot’s view on and commitment to language thus positions her valuably 
in terms of her ability to address a unique aim of the 2012 national EAL/D 
senior syllabus to develop in students “the ability to communicate ideas, 
feelings, attitudes and information appropriately in and through SAE 
across the curriculum areas” (ACARA, 2012, p. 1). 
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4. Given the assessment constraints she works with19, the necessary focus on 
Access and Domination does not allow Margot to provide opportunity for 
her learners to engage in any significant way with the transformative 
Diversity and Design elements of Janks’ model. 
In the preceding subsection (6.3.1), I have shown how Margot’s talk about 
critical literacy contributes to the constitution of critical literacy as an approach to 
literacy teaching with learners from cultural and linguistically diverse backgrounds 
in the senior school. Her articulated understandings indicate considerable 
commitment to and engagement with critical literacy learning experiences for senior 
EAL/D students. In a normative application of discourse analysis such as this study, 
it is the consequence of systems of representation that matters (A. Luke, 2005). The 
consequence of Margot’s systems of representation is that her EAL/D students have 
the opportunity to engage with particular orientations to critical literacy – Access and 
Domination, and to a lesser degree Diversity. She also includes a strong focus on 
KAL. 
6.3.2 Teacher 2: Celia – Beacon High 
Diversity – drawing on learners as resources 
The next extract is taken from Celia’s second Year 12 lesson at Beacon High in 
which she outlines the assessment task to be completed – a written, political speech 
of 800-1000 words. This extract was chosen as it represents key orientations to 
critical literacy shown by all four teachers – Access and Domination – as well as, to a 
lesser extent, Diversity. It is the most striking example in the data of how Diversity 
was taken into account in the teachers’ work, as I explain below. It also revealed an 
understanding of how critical literacy can be woven into assessment tasks that could 
otherwise be treated a-critically. A persuasive speech for assessment purposes is 
common but need not deal with historical context and political ideology as it does 
here.  
Celia: [addressing the class]  
So the genre is persuasive. It’s a persuasive text. You’re going to convince 
people to take some form of action. You want to change attitudes or beliefs, 
                                                 
 
19 The syllabus requires a set number of written, analytical responses that build towards the Year 12 
verification portfolio (See Chapter 5). 
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or both, or you want to reinforce and strengthen certain attitudes that the 
collective group would hold. Now you’ve got a particular purpose. Now you 
choose who you want to be. You can be a person – an historical person that’s 
achieved great things, or you can be an imaginary person. You can make 
something up. But you’ve got to be focusing on oppression – that’s the topic 
– and the fight for freedom. ... [interlude of discussion about the connection 
of the task to the parent novel Animal Farm (Orwell, 1943) being studied]. ... 
Your speech must express a strong, substantiated opinion that reflects either 
historical or modern context of its intended audience. So you can choose an 
issue that’s very real in a historical or modern context, but you can be an 
imaginary figure. You can be a leader of an animal rights group. I mean 
there’s a lot of action going on at the moment with the whaling industry. 
…So you need to use persuasive structure. So we’re going to be talking 
about persuasive structures and what that means - and I’ve got an overhead - 
I’ll put that up shortly and we’ll go through a sheet on that. So we’re going 
to look at some language features of some speeches to see how we can use 
those to persuade your audience. When writing your speech consider the 
following points – how your language choices will reflect the political 
discourse of the cultural, social situation; how a particular set of cultural 
assumptions, values, attitudes and beliefs will be evident in your speech. We 
will find some examples of these as we look at speeches that have been 
written. What language choices and techniques you will use to sway your 
audience – to sway your audience to adopt your point of view; how you will 
shape a particular representation of the issue and people involved. So it’s 
your view of the issue and how you persuade your audience to agree with 
you. So how you represent the issue and how they take it on themselves. 
Now the structure – we’ll have a template – we’ll be able to go through that 
– but before we get to the structure we need to be focusing first on some 
issues, you have to make some decisions about your topic, and certain things 
like that.                            (Celia, Lesson 2, February 23, 2010; lines 43-120) 
Discourses 
As for Margot above, I analysed this portion of Celia’s talk for aspects of 
Transitivity, as well as themes and associated vocabulary or lexical items to identify 
Discourses or representations of aspects of the world. Four participants (noun 
groups) are notable in this extract, often appearing in the Theme or subject position 
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in each clause. Table 6.6 shows the participants, how they appeared in the data, and 
the frequency with which they appeared. 
 
Table 6.6 
Type and Frequency of Participants in Celia’s Classroom Talk Extract 
Participant Evidence in data Frequency of occurrence 
The genre the genre, the speech, persuasive 
structure, the template 
12 times 
The students you or your 30 times 
The class We 10 times 
The teacher I 3 times 
 
The high frequency of use of you and your as participant pronouns suggests the 
students have some agency and indicates, arguably, a degree of Diversity being 
incorporated into Celia’s teaching. It is interesting though to observe that the use of 
we and I enters the teacher’s talk when she refers to the genre (the persuasive text) 
half way through the extract. She will give students choice about the issue and 
context and their role, but when it comes to the actual text type she needs to be 
involved to make sure they know what they have to reproduce. However, Celia’s 
frequent use of we in this part of her teacher talk suggests a collective exploration of 
the features of the text type rather than a transmission style of explicating the 
features they must replicate. This is substantiated by her use of mental and material 
processes that indicate the possibility of agentive selection, such as “choose”, “make 
decisions”, “express”, “use”, “shape” and “represent”. Again, this indicates a degree 
of Diversity included in her teaching of critical literacy. She has limited choice about 
teaching the features of a persuasive hortatory speech text to represent an issue – at 
least one written assessment instrument must be a persuasive or reflective text (QSA, 
2007 amended 2009, p. 29), but she does have choice about her pedagogic approach 
to this Access orientation directive.  
Other participants (noun groups) indicate the clear and not surprising presence 
of a Domination orientation, for example: the political discourse of the cultural, 
social situation; a particular set of cultural assumptions, values, attitudes and beliefs; 
a particular representation of the issue and people involved. The focus is on cultural 
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assumptions and political discourse shaping a representation, and swaying or 
positioning an audience through language choices. The task allows students to 
experiment with the ways language naturalises certain assumptions and how the 
constructedness of texts achieves ideological purposes. In this way, Celia provides a 
view of texts and discourses as reproducible but also inevitably invested with power.  
Genres 
Celia’s actions and social relationships (Genres) are evident through her use of 
grammatical mood and how she sets up semantic relations in her talk. Dominant 
grammatical mood is declarative. There is no interrogative verb mood used. Rather, 
she tells the students what they will be doing. The assessment task has certain 
parameters which the students need to comprehend at this point in the term. See 
Appendix J for the task sheet. Global semantic relations in this extract are what 
Fairclough calls Goal-Achievement relations (2003, p. 92), common in texts that are 
aimed at achieving a goal or outcome. Textual markers of this include hypotaxis or 
clause subordination as opposed to parataxis where clauses are grammatically equal. 
Celia’s use of “so” (5 times) between clauses indicates the relationship between the 
goal and the ways this will be accomplished. Celia uses other textual markers to 
show relations of purpose. These are: “(in order) to see how we can use those 
(language features)”, and “(in order) to sway your audience”. Many of Celia’s 
statements are stand-alone propositions indicating parataxis, especially in the initial 
part of the extract, which “set up relations of addition and elaboration” (Fairclough 
2003, p. 101), typical of lessons that outline assessment items. Combined, the above 
features show an Access orientation but as Janks (2010) notes, specific focus on one 
orientation at a time is sometimes necessary.  
Styles 
I turn now to indicators of Celia’s Styles or Identification to ascertain how 
Celia textures her own identity as a teacher of EAL/D learners. Of note is Celia’s use 
of language choices that indicate deontic modality or necessity and obligation. She 
uses modal verbs that indicate that the students have choice about their issue and 
their role. Examples are: “You can be a person...historical or ...imaginary”; “You can 
choose an issue that’s very real historically or in modern context”. The modality 
changes to high obligation language when it comes to talking about the production of 
the speech text. Students “must express a strong opinion”; they “need to use 
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persuasive structure”. This is due to the assessment requirements of the syllabus and 
the school work program. Within this Access orientation mandate, though, there is 
some room for student Diversity to emerge. This is also evident when Celia outlines, 
in the latter part of the extract, the fact that they will have some option as to which 
language choices they use in order to shape their particular representation of their 
chosen issue. It appears Celia is constrained by the Access mandates in the syllabus 
through her use of high obligation modality when talking about the genre. In spite of 
this, she exercises agency in recognising that her learners bring different histories, 
identities and values to text production and shows her commitment to this position 
through her use of low obligation deontic modality language. A hortatory speech task 
presents the opportunity, which Celia takes up, for students to generate responses 
that reflect their personal diversity rather than being given a particular position to 
adopt. For example, students in this class can draw on their own experiences, or the 
experiences of family members, of oppression (the unit topic) in order to write their 
“call to action” speech. Misson and Morgan (2006) caution that imposing a position 
to adopt, can result in reductive and mechanical displays of knowledge rather than 
deep engagement with personal perspectives. Thus, Celia seems to be taking a 
particular “stance towards multiplicity” (Misson & Morgan, 2006, p. 235), giving 
students scope within which to express their ideas and positions. She provides them 
with room to develop these ideas and positions and to make their own decisions on 
which features to include in a persuasive speech.  
In persuading an audience and as agents of a cause of their own choosing, the 
students are drawing on Access, Diversity and Power. They are in control of their 
own topic, drawing on their own experience and of the design elements of a written 
speech task. What is absent is a significant focus on Design, an element considered 
fundamental in a Mulitliteracies approach to education (Anstey & Bull, 2006; 
Kalantzis & Cope , 2008, 2013; Kress, Jewitt, Bourne, Franks, Hardcastle & Jones, 
2005; Mills, 2006, 2010). While Diversity provides the “alternative perspectives for 
reconstruction and transformation” (Janks, 2010, p. 123), Design provides the 
possibility for diversity to be realised. Kostogriz (2002) furthers this argument by 
suggesting teachers should harness the potentially innovative “diverse semiotic 
resources and funds of knowledge” (p. 237) that EAL/D students bring to their 
learning. It could be argued that the task involves an element of Design since it 
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requires choice and manipulation of the aesthetic features the class has explored. 
However, the task set in Celia’s class is to produce a print-based, speech script, a 
“genre of power” typical in an Access model. The script is not delivered orally to an 
audience. This is significant because, as outlined in Chapter 5, Section 5.3.1, the 
2007 version of the English for ESL Learners syllabus (QSA, 2007), written by 
senior high school ESL teachers, included a clear focus on oracy. This was removed 
in the amended version in 2009 leaving teachers with less official guidance around 
oral language as a focus of study. The ramification of this is that there are now fewer 
opportunities for EAL/D students to literally exercise their own “voice”. 
Opportunities to employ other semiotic resources, (cf. Stein, 2008; Stevens & Bean, 
2007) which represent the culturally different symbolic resources the particular mix 
of students bring, for example music, art and digital media, are also unexploited or 
silenced here.  
Access, Domination and the terrain of the non-rational 
Of the four teachers in this study, Celia presents as a different case to the 
others. This is predominantly due to the presence of an orientation in her talk and 
practice that is not included in Janks’ model (2010) but one which Janks clearly calls 
for to be addressed in future – a consideration of the aesthetic, as I discussed in 
Chapter 2. Aesthetics and emotion have not rested comfortably with critical literacy 
in high school English teaching to date (Golsby-Smith, 2009; Janks, 2010; Misson & 
Morgan, 2006; Morgan, 1997). Teachers have often seen them as incompatible 
(Morgan, 1997). Only one of the teachers in this study, Celia, mentioned a personal, 
emotional element in her definition of critical literacy and displayed it in her 
pedagogy, and for this reason it warrants particular attention. In the extract below, 
Celia is telling me her understandings of critical literacy in the first interview. This 
portion of the interview came after Celia described critical literacy in both Access 
and Domination terms. Then her talk led the interview in a different direction:  
Celia: I think also critical literacy is getting involved in your reading. You 
might want to take something PERSONALLY or you might want to 
reject it and say, I don’t agree with this at all. I guess critical 
literacy is KNOWING that you have the power to do that and that 
you are aware of where you stand as far as a particular text is 
concerned, so you can become EMOTIONALLY involved with a 
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text. I think that that’s being critically literate as well. 
JA: In what way?... 
Celia: …yeah, just becoming emotionally involved. Then I guess, because 
I’m aware of critical literacy (1.0) and how it can effect a reader, I 
can see that the language choices have been DESIGNED  and the 
story has been written for me to have that (1.0) emotional response. 
So I can sort of actually critically analyse the text if I wanted to, 
according to her language choices. She’s* positioned me quite 
WELL (1.0) to become EMOTIONALLY involved with the story, 
to even want to dig a bit deeper and find out a little bit more about 
the background and the era and the actual setting of the story itself, 
who she is as an author, to the extent that I would go and borrow a 
book and read her stories. So I guess being CRITICALLY 
LITERATE, I’m able to DO that because I AM critically literate. I 
BELIEVE that I am. I’m EQUIPPED to be able to delve into a text, 
explore it and go a bit further with it, not just accept it at face value. 
* The author – Alice Walker. 
(Celia, Interview 1, February 8, 2010; lines 22-62, emphasis added) 
Celia’s ideational representations of critical literacy are evident in her choice of 
processes and participants. The dominant processes are Relational: Identifying and 
Mental with some Verbal processes also used as shown in Table 6.7.  
Table 6.7 
Main Process Types Used by Celia in the Second Extract 
Process type Examples 
Relational Identifying is (x2); is being; become involved (x 3) 
Mental 
analyse; has positioned; think; guess; see; want to take; 
reject; dig deeper; find out 
Verbal say 
 
In choosing Relational Identifying process types at the outset, Celia construes 
relationships of identification and equation. She claims that “critical literacy (the 
Identified) is (Process: Relational Identifying) getting involved in your reading (the 
Identifier)” (line 22); and “you (Token) become... involved (Process: Relational 
Chapter 6: Constructing Critical Literacy for EAL/D Learners 217 
Identifying) with a text” (line 26-27). In both examples, Celia is suggesting that 
critical literacy equates to personal involvement with text. Repetition of the lexical 
items emotionally and personally (indicators of manner) clearly suggest emotive 
engagement with the text. Her language then moves to Mental processes which serve 
to “construe and project the inner world of consciousness” (Butt, et al. 2012. p. 81). 
Of particular interest is the range of types of Mental process used including those 
relating to cognition, for example, think; perception for example, see; as well as 
those relating to affect and inclination, for example, take something personally, 
reject, and want. This is significant as it is evidence of the inclusion of “affect” 
language, referencing desire or hurt, for example, to represent critical literacy. Like 
Margot, Celia’s use of the generic, universal pronoun “you”, which references 
ordinary practical experience (Fairclough, 2003), expresses the view that critical 
literacy is something that educated people generally do. This pronoun, used as the 
Sensor Participant in Mental processes, naturalises the action of cognitive and 
affective engagement with text.  
As a result, Celia seems to be articulating a view that Misson and Morgan 
(2006), and Benesch (2012) call for in the reconfiguration of critical literacy in 
schools. That is, that “the emotional and experiential elements of texts are 
significant” (Misson & Morgan, 2006, p. 222) in that aesthetic texts are formally 
structured to produce a certain kind of emotional response in the aesthetically-
attuned reader. Like Janks (2010), Misson and Morgan (2006) argue that a purely 
distant, intellectual analysis of representations in texts is not sufficient to fulfil its 
original social action agenda (Friere, 1972), and that passion and emotion are needed 
to fully understand the repercussions of discriminatory representations in texts.  
Celia’s actions and social relationships (Genres) are evident here through her 
use of grammatical mood and how she sets up semantic relations in her talk. The 
declarative verb mood is used prominently, indicating a degree of certainty in her 
talk although there is some hedging with the use of choices like “I guess” and “sort 
of”. In addition, Celia’s use of so and then throughout the extract indicate particular 
relations between sentences and their attendant ideational function. For example, a 
causal relationship is established between “knowing” and “awareness” (lines 3 and 4 
in the extract above) and “becoming emotionally involved” (line 6). This is echoed 
further on in the extract in lines 52-53, when she suggests that being critically aware 
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of language as a series of choices can cause the reader to see that any emotional 
response being elicited has been deliberately designed by the author. Again, Celia 
seems to be suggesting that critical literacy is being able to become emotionally 
involved in a story and be moved or affected by its language use, and to 
simultaneously be aware of how that language is positioning one as the reader.  
Morgan (1997), and Misson and Morgan (2006) promote this view when they 
suggest that teachers can work with “critical aesthetics”, a term coined by Lindsay 
Williams, a leading Queensland English teacher, and taken up by Misson and 
Morgan (2006). In other words, teaching students to be open to critique that which 
they find beautiful or pleasing. Taking pleasure in a text, Misson and Morgan argue, 
does not necessarily mean a reader is going to be “seduced by the dubious 
ideological messages it purveys ... and ... likely to ignore the unpalatable realities that 
underlie the dominant cultural and political values it presents” (Misson & Morgan, 
2006, p. 173). Reader positioning is part of a text’s work – to engage us 
experientially. In other words, texts make us work (Misson & Morgan, 2006. p. 80) 
while they also “work on us”.  
Styles 
In this section, I discuss the ways in which Celia textures her own identity as a 
teacher of EAL/D in her talk about critical literacy. As for Margot, Styles/identities 
were identified by analysing the data text for Modality (commitment to “truth” or 
epistemic modalities, and necessity/obligation or deontic modalities; and Evaluative 
language (e.g., through the use of adjectives or qualifiers and assumed values). As 
for Margot, epistemic modality or commitment to truth is evident in Celia’s use of 
mental processes signifying subjective modality – “I think” and “I believe”. 
Commitment to truth is weakened by use of the mental process “guess” (three times) 
and the phrase “sort of” indicating some hesitancy. However, given the power 
relations in a research interview, no matter how reciprocally arranged, this type of 
“hedging” language (Hodge & Kress, 1988) is common. Value assumptions are 
evident in the modal verbs utilised. Can is used twice indicating ability, not 
permission, for example , “you can become emotionally involved”; and might is used 
twice indicating possibility and ultimately choice by the contrastive semantic 
relations between the clauses joined by the conjunction or: “you might want to take 
something personally or you might want to reject it”. The assumption is that 
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becoming involved and having a personal reaction to a text (i.e., to accept or reject a 
proposition) is normal and desirable. Celia returns to this sentiment at the end of the 
extract when she says a critically literate person does not just take texts at face value. 
This echoes Margot’s value assumption (see section 6.4.1) but also adds the further 
dimensions of personal involvement and response.  
Summary of Celia – significance and implications 
The preceding analysis of the Discourses, Genres and Styles in Celia’s talk, as 
textual indicators of her orientations to critical literacy, are summarised in Table 6.8.  
Table 6.8 
Celia’s Articulated Orientations to Critical Literacy 
Access Domination Diversity Design Other 
Significant Access 
is provided to 
powerful texts 
Strong focus on 
Domination or 
deconstructing 
dominant 
discourses 
Diversity 
resources are 
accessed to a 
degree 
Minimal Design 
evident 
The “critical 
aesthetic” – 
personal 
involvement and 
emotion.  
 
These findings from Celia are significant in a number of ways as they show 
that within the context of a diminishing explicit focus on critical literacy in policy 
documents, 
1. Like Margot, Celia mediated the English for ESL Learners Syllabus (QSA, 
2007 amended 2009) as a genre of governance by bringing to bear her 
“informed professionalism” to interpret and enact the policy document.  
2. Celia foregrounded critical literacy as a significant aspect of learning to be 
literate for her particular EAL/D learners, many of whom are refugee-
background with interrupted schooling, thereby embracing the idea that 
EAL/D learners can engage critically with texts at a higher order thinking 
level (cf. the social problem outlined in Chapter 1); 
3. Celia seems to be holding some elements of critical literacy in productive 
tension – Access and Domination and to a lesser extent Diversity – as well 
as including a unique focus on aesthetic appreciation of texts alongside 
“critical aesthetics”.  
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4. She weaves Access, Domination and Diversity in particular ways in her 
teaching. As a result, she demonstrates pedagogy that invites some 
contestation and change brought about by alternative perspectives (Janks, 
2010). But there is a strong allegiance to genre pedagogy and “essayist 
literacy” (Allison, 2011; Ivanic, 1998; Street, 1984) and “subjection to the 
normative forms of academic writing” (Janks, 2010, p. 155). The “Access 
paradox” continues to influence these teachers. Drawing on Janks (2010), I 
argued in Table 6.2 that making transparent the exclusionary force of 
dominant discourses and texts such as hortatory speeches allows them to 
be challenged and potentially dissipated. The analysis of the extract above 
does not indicate that Celia has “problematized” the genre itself, but she 
does show her students how to use it for assessment purposes.  
5. Given the assessment constraints she works with, the necessary focus on 
Access did not allow Celia to provide opportunity for her learners to 
engage, in any significant way, with all of the Design elements of the 
Janks’ Synthesis model. 
In the preceding subsection (6.3.2), I have shown how Celia’s talk about 
critical literacy contributes to the constitution of critical literacy as an approach to 
literacy teaching with learners from cultural and linguistically diverse backgrounds 
in the senior school. Her articulated understandings indicate considerable 
engagement with critical literacy learning experiences for senior EAL/D students. 
The consequence of Celia’s systems of representation is that her EAL/D students 
have the opportunity to engage with particular orientations to critical literacy, 
principally Access, Domination, and the aesthetic. Celia’s account of her 
understandings and practice of critical literacy suggests critical aesthetics as she 
seeks to negotiate the territory between empowering critical deconstruction, access to 
dominant language forms and aesthetic engagement with texts. This is discussed 
further in Chapter 7.  
6.3.3 Teacher 3: Lucas – Riverdale High 
Access, Domination and Knowledge About Language 
By way of reminder, Lucas, despite being in his thirties, is a relatively recent 
graduate from a Secondary Bachelor of Education majoring in ESL and English 
Curriculum. He was working full-time but on a contract basis at the time of the data 
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collection. I present an extract from the second interview, mid-way through the term, 
typifying Lucas’ orientations to critical literacy. Lucas stated that a barrier his 
eighteen Year 11 students faced is that while they understood the critical literacy 
concepts and how they themselves were being positioned by texts, they could not 
communicate this adequately in writing for required assessment purposes. Using an 
open-ended Wh-interrogative to elicit as much information as possible (Fairclough, 
2003), I asked him to explain how he addresses this situation. 
Lucas: I understand that THEY understand the critical terminology and 
how they are being positioned, whether or not they can write it 
fluently is the big ask for any ESL student. 
JA: So how do you address that problem? 
Lucas: With regards to this documentary and the next couple, we give them 
a lot of terminology and we UNPACK some of the terminology that 
they are going to be hit with. We also give them, the first thing that 
we give them are cloze exercises that have those words missing but 
have the sentence starters and (we) show them (that) THIS IS HOW 
we want you to talk about the documentary. We might give them a 
few topic sentences and (then we) SEE what they come up with 
after that. We scaffold them with regards to the (1.0) requirements 
of an essay, their introductory sentence, their thesis, their preview 
and all that, EVERYTHING that has to do with the genre as well. 
Every time that we speak about this I would be using the 
terminology that I expect them to HAVE in the essay. We do give 
them a MODEL. I think the model is about the Disneyland one so 
they can actually see how the different critical aspects have been 
spoken about... like colour, music, camera angles.  
 (Lucas, Interview 2, October 5, 2010; lines 303-322) 
Discourses 
Regarding Discourses (ways of representing the world, people, things), three 
aspects of Lucas’ talk are note-worthy: the relatively consistent nature of the 
structure of the clauses, in terms of Process choices and their attendant Participants; 
the Circumstances used which help us to understand the purpose of the Processes; 
and Metaphor. Lucas’ talk is characterised by an Actor-then-Beneficiary-then Range 
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pattern in the structure of clauses. As speakers, we have choices as to how we 
structure a clause which contains a material Process (Halliday, 1994; Butt et al., 
2012). Material Processes construe doing and answer the question “Who does what?” 
Typically, once the material Process choice has been made, we then have other 
choices regarding the ordering of the elements of the clause – an 
Actor/Goal/Beneficiary choice or an Actor/Beneficiary/Goal choice, as well as the 
Range option. In this excerpt of Lucas’ talk, “we” (Actor – the teacher) and “them” 
(Beneficiary – the ESL [sic] students) are positioned close to one another in most 
clause structures (5 out of 6), before the Range (thing unaffected by the process). 
This suggests a foregrounding of the learner (Beneficiary) and thus the significance 
of the pedagogic relationship between educator and learner, before there is an 
emphasis on the thing or the task to be done (Range or Goal). Alternatively, he could 
have said “We give a lot of terminology to the students” (Actor + Material Process + 
Goal + Beneficiary (Recipient). Yet, he repeatedly words up the clauses with the 
Beneficiary alongside the Actor. This signals a fundamental principle of EAL/D 
pedagogy, that of building close relationships and determining a learner’s particular 
learning needs, given their proficiency level, and adjusting the curriculum and 
materials to suit. However, Lucas chose to use Range as the second Participant role 
with the material Processes. Range is separate from and unaffected by the Process 
indicating the level of teacher activity and the students’ passivity. Examples of 
Participants in the Range role used include: “some of the terminology they are going 
to be hit with” ; “cloze exercises that have those words missing but have the sentence 
starters”; “this is how we want you to talk about the documentary”; ”a few topic 
sentences”. 
There is an added layer of complexity in Lucas’s meaning making. Process 
types chosen by Lucas indicate that it is still the teacher giving to/doing for and to a 
lesser extent with the students. The Process “give” is used three times, and “show” 
and “scaffold” are also used indicating his understanding of what the teacher’s job is. 
The choices here suggest dynamic action on the part of the teacher while the students 
are placed in the beneficiary Participant role as opposed to an actor role, 
corroborating what was found in the Genre analysis below. Each clause places “we” 
(the teachers) in the Theme /Subject position, either uttered or ellipsed, suggesting 
they are the only actors in the Process. The students are not realised grammatically in 
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the actor role, except perhaps in the statement “we unpack some of the 
terminology….” as it is not clear if the “unpacking” is done by the teacher or 
collaboratively with students. These features of the teacher’s talk reflect a 
contradictory aspect of EAL/D teacher talk for which teachers of EAL/D have been 
criticised – that of casting learners in a passive, receiving role while teachers give 
and “rescue”.  
The metaphor of “unpacking” suggests that the terminology is packaged or 
“bound up” in some way and that this needs to be unravelled. This indicates an 
aspect of the Access orientation. Use of the passive voice with the metaphor of being 
“hit” in the post-modifier in the nominal group – “...we unpack some of the 
terminology that they are going to be hit with” (lines 303-304) – constructs learners 
as passive recipients. Passive voice obfuscates the agency of the actor – the one 
doing the hitting. The choice of post-modifier above suggests the students are passive 
receivers of a kind of language-related boot camp. The word hit generally has a 
negative connotation despite the semantic range of the word spanning from “striking 
deliberately” to the more benign “coming into contact with”. The term hit evokes 
physicality and appears in other parts of Lucas’ interview transcripts as well, for 
example, “hitting our heads against the wall” and “we hammer (grammar) home” 
(Interview 2, Oct 5, 2010, lines 295-297). I suggest Lucas’ use of this metaphor 
reflects mandated aspects of the syllabus that must be taught, and constraints on his 
ability to change this due to his place in the “pecking order” on staff, as explored in 
Chapter 5. The curriculum will inevitably “hit” the learners and Lucas’s job is to 
mediate this. 
A complex mix of Discourses in teacher talk about students is inevitable as 
there is almost always a mix of representations in texts (Fairclough, 2003). This 
particular combination points towards a perennial question for teachers of EAL/D – 
the delicate juggling between seeing learners as active resources with agency on the 
one hand, and seeing them as people with needs in relation to situated, educational 
norms and expectations on the other; of disrupting hegemonic positioning of learners 
and teachers’ work alongside providing these learners with requisite knowledge to 
succeed in a system that doesn’t always recognise these learners and the resources 
they bring (Kostogriz, 2002; Miller & Windle, 2010).  
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Genres 
Regarding Genres (actors’ social relationships), two features are of note in this 
extract: grammatical mood (and associated speech functions) and semantic relations 
between clauses and sentences. In terms of grammatical mood, the excerpt is in the 
Declarative (statements), as opposed to Interrogative (Yes/No or Wh- questions) or 
Imperative (command). Lucas makes a series of realis statements, or statements of 
fact that do occur or have occurred, about how he manages the problem he identified 
earlier in the interview. Punctuating this pattern is one irrealis statement signalled by 
the use of a modal verb might in line 308: “We might give them a few topic 
sentences”. Fairclough (2003) argues that such hypothetical or irrealis statements 
help the discourse analyst to determine delicate shifts in certainty in a speaker’s 
utterances that constitute knowledge exchange. The relationship between the 
statements of fact that Lucas makes, realis and irrealis, and the values these 
pervasively but implicitly suggest is what is of interest. Why these facts about 
addressing the problem of writing in critical literacy classes rather than others? What 
is included and what is excluded suggests certain assumptions that Lucas holds: that 
traditional genre pedagogy and scaffolding is useful in teaching critical literacy; that 
it is the teacher who has to do much of the work – indicative of a transmission style 
of teaching; that the students are learning hitherto unknown terms and are novices; 
that there is a certain way of doing things that these students must learn. All of these 
assumptions equate to an Access Model of learning, which Lucas sees as significant 
to his daily practice.  
One statement in the excerpt, in contrast, indicates a more collaborative 
teaching style. Lucas said, “(we) see what they come up with”. This could indicate a 
dialogic, experimental approach between students and teacher following the 
provision of certain input. (Other data from Lucas shows that this is, in fact, an 
aspect of Lucas’ pedagogic approach. For example, students pooled their own 
readings of a documentary to construct a group practice essay in one lesson I 
observed. For Janks (2010), Stein (2008) and Jewitt (2008), this process of “seeing 
what they come up with” would part of the focus on Diversity, the inclusion of 
“students’ diverse language and literacies” (Janks, 2010, p. 25), ensuring different 
“ways with words” (Brice-Heath, 1983) are represented in classroom practice. Given 
the heavy emphasis on Access in Lucas’s talk in this extract, significant focus on 
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Diversity, as suggested by Janks, is in short supply. However, the problem Lucas was 
addressing with me was that of enabling his students to write assessment responses. 
The mandated assessment instruments do not allow for much Diversity (as outlined 
in Chapter 5, section 5.2) so it is not surprising that Lucas’s teaching does not 
indicate substantial Diversity at this point in time.  
Semantic relations within texts also indicate ways of acting and interacting 
within a social event. There are three main features in this excerpt worthy of note. 
First, the clauses are structured using additive elaboration (Fairclough, 2003), 
through the use of the conjunctions and and the adverb also. Thus, the clauses are 
paratactically related, that is, the clauses are of equal importance, rather than one 
subordinate to another. According to Fairclough (2003), this “logic of equivalence” 
(Laclau and Mouffe, 1985) is a significant choice as it sets up relations of meaning 
inclusion or hyponomy, rather than highlighting difference. In Lucas’ talk, teaching 
through an Access model and teaching the Domination element of critical literacy 
(Janks, 2010) are hyponomous or can comfortably co-exist.  
Through subverting the division between traditional genre pedagogy and 
critical investigation of language and texts, Lucas does not represent the teachers to 
whom I refer in Chapter 1 – the teachers at the professional development sessions 
who expressed considerable concern at the thought of teaching critical literacy with 
EAL/D learners, nor the teachers who more recently requested critical literacy be 
removed from the senior EAL/D syllabus (QSA, 2007) by the QSA in order that 
international students might then pass senior English (personal interview with former 
QSA policy writer, February, 2011). He represents teachers who are seeking 
workable ways to amalgamate various approaches to critical literacy with learners 
who bring a complex range of learning needs and sets of learning resources different 
from that of native speakers of English. The solution is detailed scaffolding of 
writing at the sentential as well as the supra-sentential or genre level. The range of 
techniques Lucas uses, for example, showing how the key terminology is embedded 
in key sentences, and providing sentence starters showing typical critical literacy 
phrasing, provide important scaffolding for writing. Lucas goes beyond mere 
provision of terminology lists, a typical content-based literacy strategy, to showing 
how the terms are actually employed in expression. This indicates a focus on 
Knowledge About Language (KAL) and how Lucas permeates his critical literacy 
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teaching with KAL. This is also a direct example of what Miller and Windle (2010) 
call for: “(the enrichment of) existing pedagogical literacy models (i.e., critical 
literacy) with second language perspectives in order to better support a particular 
cohort of students” (p. 38). 
In terms of higher-level semantic relations, the analysis shows that the whole 
extract is couched in a problem-solution relation. Lucas’ solution to the problem he 
noted, prompted by my question, is to seamlessly blend Access, typical EAL/D 
pedagogy in Australia, with that of Domination. The social problem I am addressing 
in this study is that the critical study of language was deemed too challenging for 
EAL/D learners. Lucas, in contrast, explains how the critical work unfolds over time 
alongside genre pedagogy. This is echoed elsewhere in the interview data where all 
four teachers describe in detail the process by which they scaffold the critical using 
EAL/D pedagogy.  
Styles 
I now turn to Styles or ways of being and identifying. Lucas only used the 
declarative verb mood, typically employed to construct certainty or authoritativeness 
as noted above, indicating a level of confidence as Lucas articulates his views. The 
modality is epistemic indicated by the Speech function of Statements whereby Lucas 
confidently asserts his pedagogic solution to the named problem of less than fluent 
critical writing. How an author identifies him or herself is also dependent on how 
modality intersects with the use of person (Fairclough, 2003). First person statements 
in the plural, that is, we, allow the speaker to make statements on behalf of others, 
and is important for identification and signifies power distribution. Lucas used the 
inclusive first person pronoun we seven times in this extract with a further two uses 
ellipsed, and the first person pronoun I twice. This is significant as it shows that 
Lucas, a teacher with one year’s experience, identifies unmistakably with his 
colleagues and his pedagogy to the extent that he is able to speak on behalf of the 
other teachers of EAL/D in the interview with me.  
Weaving between the Access and Domination orientations is also evident in 
Lucas’s pedagogic moves in the second lesson I observed mid-way through the ten 
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week term20. Figure 6.1 shows four students reproducing Lucas’s lolly-shaped 
graphic representation of the structure of the analytical exposition genre. He 
challenges them to a competition to get it perfectly right. Three of the four students 
do so. Figure 6.2 shows one student’s response. 
 
Figure 6.1. Demonstrating access to generic structures. 
 
Figure 6.2. One student’s replication of “Lucas’s Sideways Lolly” on the whiteboard. 
Within a few minutes, Lucas had moved into critical literacy terminology revision 
before the students watch a second documentary for deconstruction. He listed various 
terms related to exploring Domination in texts on the whiteboard and asks the 
                                                 
 
20 Lucas signed permission forms allowing his image to reproduced in the thesis and in publications. 
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students to reflect on a question: “What is the documentary trying to get you to 
believe?” written at the bottom of the whiteboard. Then he connectsed this question 
to the concept of “invited reading”. 
 
Figure 6.3. Lucas’s summary on the whiteboard in the classroom. 
After viewing and discussing the documentary and its invited reading, Lucas moved 
back into an Access orientation by reading aloud an “A standard” model of the 
analytic exposition using the critical literacy terminology he revised earlier. See 
Appendix N for Lucas’ “A standard” model, written by him specifically for this 
class. Following this, the class identified the ways the specific critical literacy “spice 
words” or terminology (on the whiteboard, see figure 6.3) is utilised in the A model 
at the clause and paragraph level. The following excerpt from Lesson 2 exemplifies 
this set of moves. 
Lucas [to the class]: So okay, we’ve seen our documentary, we know what 
they’re trying to get us to believe. We’ve got our spice words and now we’ve 
got our A standard. What I would like you to do now is to get out a pen and 
a ruler if  you’ve got one, or a highlighter, and highlight every time you’ve 
seen one of these words in that particular model.     
(Lucas, Lesson 2, October 26, 2010; lines 292-296) 
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Figure 6.4. Lucas shows Ngaire’s highlighted model to the class. 
Lucas then moved into looking at other academic language items that are not 
necessarily critical literacy terms but that show sophistication in writing, for 
example, conveys, presents, illustrates, as well as highlighting paragraph structure – 
point, elaboration, example, link. He then moved back to drawing students’ attention 
to the overall generic structure and to finding the thesis which answers the question 
he posed at the beginning – “what does the documentary want you to believe? How 
does it position you?” He asked them to identify the thesis repeated in the conclusion 
as well. These are all examples of explicitly teaching “the semiotic tools and 
artefacts of the discipline” (Gibbons, 2008, p. 167) needed for success in senior 
English.  
Janks (2010) argues that it is possible to move in and out of the various 
orientations to critical literacy but that all of them (Access, Domination, Diversity 
and Design) should be given equal weighting in any curriculum. Janks’ own research 
(see Shariff & Janks, 2001) found, however, that in the student texts they analysed, 
one orientation was often privileged over another. It seems that holding them in this 
productive tension is the ideal but is difficult to achieve with certain aspects tending 
to take place together (Janks, 2010). Careful interplay of two of these concepts, 
Access and Domination, is evident in Lucas’ talk and practice.  
Along with Misson and Morgan (2006) and Misson (2012), Janks (2010) also 
argues for teachers to be able to move beyond reasoned critique of texts into more 
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pleasurable and transformative learning experiences. Similarly, Comber (1998) asked 
some time ago how can we keep the space for powerful, critical, satisfying and 
socially responsible literate practices and at the same time have fun? Lucas and Riva 
provide an example in their choice of documentary text – the documentary called 
“Disneyland – the happiest place on earth, my butt” by John Safran, produced for the 
ABC’s Race Around the World series (1997). This documentary shows Safran 
slipping into Disneyland without paying, engaging in guerrilla operations such as 
including a Saddam Hussein doll on the “It’s a Small World” ride in order to 
highlight unequal representation, and exposing the paltry wages of Disneyland 
workers posing as blithely, happy Disney characters. In doing so, these teachers are 
performing a kind of social action through choosing and analysing a text based on 
satire, parody and caricature which challenges powerful capitalist institutions, such 
as Disneyland, and views of life, such as consumerism. Like Margot, Lucas and Riva 
are “planting the seeds of transformation” (Janks, 2010), though more could be made 
of the role of humour in this subversive text in exposing inequity. 
By Lucas’s own admission in the third interview (November 2, 2010), a Design 
orientation was largely absent from the teaching at Riverdale High. The reasons he 
gives for this are: lack of time; the fact that the unit of work was written by a more 
senior colleague and at the time he was a first year teacher not ready to suggest 
changes; and his tenuous position on a short term employment contract. I would also 
add to Lucas’ list the influence of genre theory (Derewianka, 1990; Martin, Christie 
& Rothery, 1987) in EAL/D teaching in schools which has taken seriously the 
question of access to mainstream reified literacy practices (Janks, 2010). However, 
as Misson (2012) reminds us, the text production process is important in English 
teaching as it allows students to explore “ways in which they might intervene in the 
world for their own purposes….and develop the capacities to do so. They can try out 
different personas, different ways of thinking and develop a sense of their own 
potential identities.” (p. 34). The challenge, therefore, is to consider ways of doing 
this so that those explorations reflect the full gamut of human text production 
experience, not just reproducing the genres of power in purely rational or mimetic 
ways. When EAL/D students take hold of the camera, as film-makers and 
photographers, they use their linguistic and cultural diversity… “as potential 
resources for conveying complex meaning as they exploit the affordances of multiple 
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modes” (Comber, 2011, p.13). Their different ‘ways with words’ (Brice Heath, 1983) 
are given a place in the classroom. The emphasis on reproducing the analytical report 
as a genre of power, in SAE, prevented this from happening in these classrooms. 
A range of literature reports on innovative ways of utilising a critical Diversity 
orientation in primary and junior high school classrooms (Comber, 2011; Tan & 
Guo, 2010) and with those senior EAL/D students not intending to go to university 
(Locke & Cleary, 2011). However, current policy in Queensland means that teachers 
are obliged to say to students: “You can use your own languages and literacies but 
not once you step over the threshold into senior schooling, then it’s only SAE and 
it’s predominantly writing”. Part of the problem is they need to show mastery of this 
to get a pass in senior English for university entrance. What would the senior English 
for EAL learners’ critical literacy classroom look like if we took this aspect of 
Diversity more seriously in policy and practice, in equal measure alongside the 
Access orientation? 
Summary of Lucas – significance and implications 
The preceding analysis of the Discourses, Genres and Styles in Lucas’s talk, as 
textual indicators of his orientations to critical literacy, are summarised in Table 6.9. 
Table 6.9 
Lucas’s Articulated Orientations to Critical Literacy 
Access Domination Diversity Design Other 
Strong focus on 
Access to 
powerful texts 
Strong focus on 
Domination or 
deconstructing 
dominant discourses 
Minimal Diversity 
resources are 
drawn on  
No Design 
evident 
Knowledge about 
Language (KAL) 
 
As for Margot and Celia, these findings from Lucas are significant in a number 
of ways as they show that within the context of a diminishing explicit focus on 
critical literacy in policy documents, 
1. Lucas mediated the amended 2009 syllabus as a genre of governance by 
bringing to bear his “informed professionalism” to interpret and enact the 
critical literacy dimension of the syllabus. He did this through 
foregrounding Knowledge About Language and scaffolding.  
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2. Lucas sees that Access, including KAL, and Domination are able to co-
exist and that critical work can unfold over time with genre pedagogy and 
scaffolding enabling this process. 
3. The analysis shows that much of Lucas’ pedagogic activity in class was 
centred on literally “giving” his students knowledge about language with 
which they can then formulate sentences and whole text. This allows the 
potential for Diversity of thought and expression to be drawn on, however, 
Lucas indicates the need to scaffold the genre task didactically in order for 
his students to learn to master the critical literacy practices required by 
schooling.  
4. Given the assessment and time constraints (outlined in Chapter 5) and the 
wide range of language levels among his learners, the necessary focus on 
Access did not allow Lucas to provide opportunity for his learners to 
engage in any significant way with the Design elements of the Janks’ 
Synthesis model. In Lucas’ own words: “If I had the time and resources I 
would say that [doing creative design work] would be an excellent activity. 
But unfortunately, time and resources are against us, especially in the final 
term where things are moving at a breakneck speed” (SVR interview, 
November, 10, 2010). 
In the preceding subsection (6.3.3), I have shown how Lucas’s talk about 
critical literacy contributes to the constitution of critical literacy as an approach to 
literacy teaching with learners from cultural and linguistically diverse backgrounds 
in the senior school. His articulated understandings indicate considerable 
engagement with critical literacy learning experiences for senior EAL/D students. 
The consequence of Lucas’s systems of representation is that his EAL/D students 
have the opportunity to engage with particular orientations to critical literacy – 
Access (including KAL) and Domination. 
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6.3.4 Teacher 4: Riva – Riverdale High 
Access, Domination and Knowledge About Language 
To provide the context for Riva’s data excerpt, I include here a montage of 
images from Lesson 1 (in Figure 6.5) showing Riva21 teaching certain critical literacy 
concepts using a PowerPoint presentation. Riva uses Japanese comic (anime/manga) 
characters with speech bubbles voicing various dominant readings of the 
documentary the students had seen (once) and were about to analyse. The next slide 
shows a Japanese anime character, Uryu Ishida, broodingly presenting an alternative 
reading to show that texts can be seen in different ways.  
 
 
 
 
 
 
 
 
 
 
 
 
                                                 
 
21 Riva signed permission forms allowing her image to reproduced in the thesis and in publications.  
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Figure 6.5. Montage of images from Riva’s lesson, October 6, 2010. 
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Riva is standing at the front, right-hand side of the room, addressing students. Riva is 
working her way through the key concepts on slide no. 4 in the montage. Prior to this 
excerpt, she has had a lengthy discussion with the class about “readings” which I 
explored in Chapter 5, and “constructions of reality”. 
Riva: A representation works within a construction of reality. So it’s like 
construction of reality is the big picture, and the representation can be of 
PEOPLE, of IDEAS, of things that happen, of GROUPS OF PEOPLE So, 
(2.0) when constructing his reality, or her reality, the documentary maker 
will be representing the scientists in a particular way (1.0) and representing 
the pandas, who are a character here, in a particular way (1.0). So they are 
representing people, ideas and the issue, the situation. This situation has 
been represented in a particular way and it could have been represented (1.0) 
– the situation could have been represented [1.0; Riva shows, again, the slide 
of Uryu Ishida challenging the dominant reading. See Figure 6.6 below.] 
MUCH more negatively, couldn’t it? If you remember those opening scenes 
of the factories. If that had continued, we could have had a very different 
construction of reality, a very DIFFERENT representation of the scientists. 
So, these (representations) arise from the point of the view of the text 
creator, the MAKER of the text, the WRITER, FILMAKER, the POET, the 
PLAYWRIGHT, WHOEVER makes the text, their point of view, their own 
personal context, just like yours when you wrote your feature article, their 
own personal context, their idea about the world, their beliefs, their values, 
what they think is important and true, affects how they represent people, 
ideas and things and affects the world that THEY develop and show you. 
Okay... So, to move on, how are you going to use that?  How are you going 
write about that?  So, just an example of how you’ll write about these – how 
you’ll USE these terms in writing. [Riva then shows the 5th slide in Figure 
6.5]    
(Riva, Lesson 1, October 6, 2010; lines 200-222) 
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Figure 6.6. Riva’s PowerPoint showing Japanese anime characters presenting dominant and 
alternative readings. 
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Using my modification of Janks’ model (2010) as explanatory framework, it is 
evident that Riva’s talk indicated a number of orientations to critical literacy woven 
together.  
Discourses 
A Transitivity analysis of the extract as a whole reveals an interesting pattern 
in her language choices to create ideational meaning (Halliday, 1994). An observable 
configuration in Riva’s talk is the simultaneous foregrounding of “representation” as 
a participant alongside “the documentary makers” as another. The two participants 
travel together in the extract, as parts of a lexical chain that expresses a “strand of 
experiential meaning” (Butt, et al. 2012, p. 249). Representation or “represent” in 
verb form is repeated nine times throughout the extract from beginning to end. The 
documentary makers as creators of the text are also referred to consistently 
throughout the extract, for example , the documentary maker (in line 4); the text 
creator, the maker of the text, the writer, filmmaker, the poet, the playwright, 
whoever makes the text; and finally their point of view, personal context, their ideas 
about the world, beliefs values, what they think is important and true, thereby 
developing a clear link between “wording up” an aspect of life (in this case, “a 
representation”) and the way that representation comes into being via a human agent. 
Her opening concept of representation (Participant 1 in line 200) is returned to in the 
form of “the world that they develop” (Participant 1 in line 222), via Participant 4, as 
indicated by the curved red arc leading to the arrow in Table 6.10. This is abstract 
head-work and one that suggests a Domination orientation through the use of 
techniques to deconstruct text. She points out, at length, that the language and images 
in the documentary are constructed purposefully by the individual film-maker from a 
particular point of view.  
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Table 6.10 
Lexical Chains Relating to Participants in Riva’s Classroom Talk 
line 
200 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
line 
222 
 
Participant 1 Participant 2 Participant 3 Participant 4 
A representation Construction of 
reality 
  
the representation the big picture people, ideas, 
things that 
happen, groups 
of people 
 
  the scientists the documentary maker 
  the pandas they 
  the issue/the 
situation 
 
  the opening 
scenes of the 
factory  
 
representation construction of 
reality 
  
    
the text creator, the maker of the 
text, the writer, filmmaker, the 
poet, the playwright, whoever 
makes the text 
representations 
(ellipsed) 
 people, 
ideas and 
things 
their point of view, personal 
context, their ideas about the 
world, beliefs values, what they 
think is important and true 
 
the world that they 
develop and  
show you 
   
 
This Domination orientation features elsewhere in the data from Riva. In the 
first interview, at the beginning of the term, I asked her what she understood critical 
literacy to be. 
Riva: I think it’s an understanding of the way language works to do more 
than just carry information, it conveys information but it persuades, 
it distributes power and um, affects relationships and I can’t say this 
without using the critical language…. 
JA: Mmmm, that’s OK. 
Riva: Privileging, marginalising, silencing. I think it’s what  
Language DOES.  
 (Interview 1, March 17, 2010; lines 325-330) 
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Riva used various processes relating to Janks’ Domination orientation to 
describe what texts do from a critical perspective. They “distribute power”, “affect 
relationships”, and are involved in “privileging, marginalising, silencing” aspects of 
social life. 
Riva also employed significant repetition in her use of participants in the 
classroom talk extract. Reinforcing this is her repetitive choice of material Processes 
involving “representing”. The documentary maker “representing”, or the situation 
“being represented” occurs seven times. This is the first time her students have heard 
this term (Year 11, Term 4, Lesson 1) so it is significant for Riva to explain 
representation, as the act of portraying a construction of reality, early in the term. 
She then moved into the technical aspect of how the students are going to take 
up this concept of representation and show they understand it in their writing. In 
doing so, she transitioned from a Domination approach to an Access approach, 
explicating written expression at the sentence level demonstrating both active and 
passive voice. For example: “In ‘Pandas’, the film-maker represents Chinese 
scientists as .... (adjectives or noun group)”. The photo in Figure 6.7 shows Riva’s 
sample sentences. Riva was combining Access with Domination which provides a 
view of texts and discourses as reproducable but always invested with power. 
 
Figure 6.7. Riva uses an Access model to show students how they can manipulate passive and active 
voice in language to indicate critical analysis of a text.  
This is a typical scaffolding exercise employed by teachers of EAL/D (Gibbons 
2002; Hammond, 2001) based on Vygotsky’s concept of the Zone of Proximal 
Development or the distance between a learner’s actual development produced 
independently, and the level of prospective development as determined under adult 
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guidance (Vygotsky, 1978). It shows how Riva weaves her ability to scaffold 
Knowledge About Language (KAL) as a tool for explicit language teaching within a 
critical literacy approach, illustrating her dual focus on Domination with Access 
characterised by KAL. This was a deliberate choice on her part. She asserted in an 
interview:  
My emphasis on writing is partly because of the written task that 
they’re going to be assessed on, and partly because that’s the most 
difficult thing for them. That’s the one always that is their most 
difficult one. That’s not - I shouldn’t say “always” because 
occasionally you get a student for whom speaking would be more 
difficult. I say writing is more difficult because writing has to be 
more accurate.    
  (Riva, Interview 3,  October 22, 2010; lines 172-178) 
As noted previously in Table 5.3, Domination with Access affords the 
exclusionary force of dominant discourses to be challenged and potentially 
dissipated. The students were being equipped with the explicit language tools for 
challenging the discourses under investigation in the documentaries. Whether or not 
these dominant discourses actually become dissipated in this process would depend, 
in the first instance, on the learners’ critiques being circulated more widely beyond 
the classroom walls.  
Of note also is the choice of materials or resources for this unit of work. Riva 
(as does Lucas) used four documentaries: one in this lesson on Chinese scientific 
research on Pandas; one on tissue pack guerrilla marketing in Japan; one on bus 
drivers in Guatemala; and one on little-known hidden facts about Disneyland. She 
also incorporates a popular Manga or Anime character, Uruyu Ishida, in her 
PowerPoint presentation, knowing that many of her students enjoy this Japanese 
cartoon personality. In the world of Japanese Anime, Uryu is intelligent and ranks as 
the number one student in his school. These deliberate inter-textual decisions suggest 
an attempt to incorporate a Diversity approach whereby Riva recognises that learners 
need to see themselves and their cultures, and the cultures of others reflected in texts 
used in classrooms (Alvermann, 2002; Jewitt, 2008). Riva also explained that this 
reduces the “culture load” (Meyer, 2000) on EAL/D learners and provided a 
transition into the abstract critical literacy concept of “constructions of reality”: 
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Riva: Well, the pandas video is a great start. Even the fact that they could 
listen to it in Chinese in fact (laughter), some of them, but it was an 
ASIAN topic. And it was pandas, you know it’s not something that 
anybody in the world doesn’t know about it.  
JA: True. 
Riva: It was really only about doctors and breeding, it wasn’t terribly new 
and there was nothing particularly AUSTRALIAN in it. There was 
no Ned Kelly reference or, which can happen, there was nothing 
particularly Australian, and that was the nature of the [program]. 
It’s a postcard in Foreign Correspondent [a television show in 
Australia], so it’s sort of an international (1.0) topic for Australian 
audiences. I think in the making of it those things were not 
included, selected out. But the ones we’re going to follow up with 
are quite different because they’re Race Around the World, 
segments from Race Around the World, which was an ABC 
program where young people, young Australians, were given a 
camera and sent off for 10 weeks or something and had to send a 
video back every week. 
JA: Right. 
Riva: So you’ve got these YOUNG Australians, very Australian context, 
VERY Australian point of view, all around the world. But it’s very 
interesting because as they do that they question not only the 
realities they find but they start to question their own as well. So 
you really can see the construction of reality thing working very 
well with these [documentaries] … So I start with a fairly low load 
one, cultural low load, but we go into some quite high load ones, 
including the John Safran one. He’s the resistant one, when he looks 
at Disneyland very resistantly, but we’ll move onto that at the last.  
 (Riva, Interview 2, October 6, 2010; lines 498-532) 
Lucas also revealed that the rationale for Riverdale’s choice of texts relates to 
student Diversity:  
I think that the documentaries that we choose all have some kind of a 
cultural relevance to the students in the class. The one that you will see 
tomorrow, I think, is shot in China. There’s one that’s shot in America, one 
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that is shot in Guatemala so I think it is good for them to see it’s not just 
something churned out by an Australian because we are Australian.   
(Lucas, Interview 2, Oct 5, 2010 lines 109-115) 
However, in comparison to classrooms studied by Lau (2010) and Stein (2008) 
outlined in Chapter 2, the Diversity orientation of Riva’s classroom does not include 
significant engagement with own her students’ diverse histories, identities and values 
in text production (Janks, 2010; Street, 1996). Like Margot’s, Celia’s and Lucas’s, 
Riva’s students are carefully guided to reproduce a written “genre of power” – in this 
case a rationalist, analytical response – due to both the demands of the senior 
Syllabus, and limited time to produce such a response as their language proficiency 
is still developing. Students also bring diverse histories, identities and values to text 
interpretation. Chapter 5 explored some of the ways in which the teachers 
incorporate students’ own interpretations of texts in their teaching. Chapter 7 also 
considers how the teachers position their learners to have their own interpretations 
heard. 
Genres 
In terms of global semantic relations in the extract, five instances of so, a 
common conjunction used in teacher talk, occur across the extract indicating a causal 
relationship between ideas presented, for example, a causal relationship exists 
between constructions of reality that emerge through representations as a result of the 
context of the text (the documentary) and the text author’s (film-maker’s) point of 
view. Here, she appears to be broadening out a “text in context” view of language 
(See Thompson, 2004 Appendix F), that has underpinned senior English syllabuses 
in Queensland since 1987, to include Domination. The final instance of the word so, 
indicates elaboration: “Okay. So, to move on, how are you going to use that?” This 
marks the shift in Riva moving from Domination to an Access orientation. Thus, like 
Margot and Lucas, she weaves Knowledge About Language (KAL) into her talk.  
Styles 
In texturing her own Style or identity in the lesson, Riva used a number of 
linguistic resources. Declarative verb moods dominate the extract in which Riva 
explains and defines what “representation” in critical literacy means. She used three 
interrogatives but all are rhetorical, for example, “OK so how are you going to use 
that?”; and one is a tag question – a statement stem with an interrogative at the end: 
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the situation could have been represented much more negatively [statement], 
couldn’t it? [tag]. This tag question serves to invite her students to agree with her 
rather than open up discussion. In all, she used an authoritative voice to outline a key 
concept. Christie (2004) argues that while teacher authority is “confused and 
ambiguous” in curriculum and policy documents, it is essential to the process of 
teaching and learning in schools, and that analysis can show how authority manifests 
in classroom talk. Asserting her authority, Riva demonstrated that she is confident to 
make curriculum interpretation and pedagogical decisions around the teaching of 
critical literacy for her particular learners. This authority is reinforced by the 
epistemic modality or to what Riva commits herself , evident in her use of a range of 
strong assertions and high modality markers like will and only two modalised 
assertions using could. Riva identifies herself, therefore, confidently in relation to 
critical literacy with those with whom she is interacting – her students.  
Summary of Riva – significance and implications 
The preceding analysis of the Discourses, Genres and Styles in Riva’s talk, as 
textual indicators of her orientations to critical literacy, can be summarised as in 
Table 6.10.  
Table 6.10 
Riva’s Articulated Orientations to Critical Literacy 
Access Domination Diversity Design Other 
Strong focus 
on Access to 
powerful texts. 
Strong focus on 
Domination or 
deconstructing 
dominant 
discourses. 
Some Diverse 
resources are drawn on 
in documentary 
choices, uptake of 
student ideas and using 
anime characters. 
No Design 
evident. 
Knowledge about 
Language (KAL). 
 
As for Margot, Celia and Lucas, these findings from Riva are significant in a 
number of ways as they show that within the context of a diminishing explicit focus 
on critical literacy in policy documents. 
1. Riva mediated the amended 2009 syllabus as a genre of governance by 
bringing to bear her “informed professionalism” and agency to interpret 
and enact the syllabus.  
2. Like Lucas and Margot, Riva demonstrated a very clear commitment to 
combining Domination with Access especially through KAL. In doing so, 
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she rescales the critical literacy component of the syllabus in ways that are 
accessible to her particular learners. As suggested in Table 6.2, Access 
with Domination provides a view of texts and discourses as reproducable 
but always invested with power.  
3. KAL is an important element of being critically literate to Riva and 
showed her commitment to and ability to provide access to the standard 
variety of Australia’s dominant language (Standard Australian English). 
Without knowledge of and access to dominant forms of language, “what it 
feels like to people who are old enough to judge is that there are secrets 
being kept, that time is being wasted, that the teacher is abdicating his or 
her duty to teach” (Delpit, 1988, p. 287). Riva’s commitment to KAL thus 
positions her valuably in terms of her ability to address a unique aim of the 
2012 national EAL/D senior syllabus: to develop in students “ the ability 
to communicate ideas, feelings, attitudes and information appropriately in 
and through SAE across the curriculum areas” (ACARA, 2012, p. 1). 
4. Riva attempted to weave Diversity in to her pedagogy via multimodal 
resources from diverse backgrounds, for example Japanese anime. 
However, Diversity in other forms, such a drawing on learner’s home 
languages and literacies, is constrained by an emphasis on mastering SAE, 
as insisted upon by QSA and ACARA. 
5. Given the assessment requirements she works within, and her own belief 
that writing is the most difficult skill for her students, Riva foregrounds 
Access and Domination. This focus on Access and Domination did not 
allow Riva to provide opportunity for her learners to engage in any 
significant way with the Design element of Janks’ model. This is similar to 
what Harison (2008) found in her study in New Zealand (see Chapter 2). 
In the preceding subsection (6.3.4), I have shown how Riva’s talk about critical 
literacy contributes to the constitution of critical literacy as an approach to literacy 
teaching with learners from cultural and linguistically diverse backgrounds in the 
senior school. Her articulated understandings indicate considerable engagement with 
critical literacy learning experiences for senior EAL/D students. The consequence of 
Riva’s systems of representation is that her EAL/D students have the opportunity to 
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engage with particular orientations to critical literacy – Access (including KAL), 
Domination, and to a lesser extent Diversity. 
6.4 SUMMARY AND DISCUSSION OF THE FOUR TEACHERS’ 
ORIENTATIONS TO CRITICAL LITERACY – CROSS-CASE 
ANALYSIS 
Within the constrained critical literacy parameters suggested by the ESL Senior 
Syllabus (QSA, 2007 amended 2009), all four teachers articulated a commitment to 
particular understandings of a critical literacy approach. They expressed clearly why 
they continue to use a critical literacy approach and appear to combine various elements 
of the existing constitutions of critical literacy with a particular focus on KAL. In Table 
6.11, I return to and augment Table 6.2 (presented in section 6.2) to show how analysis 
in this chapter has allowed me to use my reworked framing of Janks’ original model.  
Table 6.11 
Affordances of the Combinations of Orientations to Critical Literacy Evident in this Study 
Affordances (Alford, 2014) Evidence from this study at Beacon High and Riverdale High 
Domination with access 
allows the exclusionary force 
of dominant discourses to be 
challenged and potentially 
dissipated. 
Texts were deconstructed in detail by Riva and Lucas at Riverdale 
High, e.g., YouTube documentaries and by Margot at Beacon High 
through media texts, to show how they are invested with power 
through semiotic choices. All four teachers provide students with 
access to powerful education genres, e.g., analytical essays and 
investigative reports, and these genres were deconstructed 
functionally (Kalantzis & Cope, 2012) but not critically to show how 
they in themselves reproduce and reinforce power. They remained 
unquestioned/untransformed and the strict reproduction of them was 
assessed. Thus a vital part of Access is missing – recognising whose 
power is being duplicated in texts and how that power functions 
(Delpit, 1995).  
Domination with diversity 
invites contestation and 
change brought about by 
alternative 
perspectives/discourses/ 
languages/literacies. 
Following critical interrogation of media texts, students at Beacon 
High created their own thesis about media portrayal of a particular 
group in society, e.g., refugees or youth, and wrote an investigative 
report following a set model. 
In Year 12 at Beacon High, students examined a political speech for 
aspects of power and then chose their own issue of “oppression” and 
wrote a speech using their own histories and perspectives but again 
following a set model in one mode- a written, persuasive speech. 
Both teachers at Riverdale interrogated several YouTube 
documentaries and students offered their own diverse readings of 
them in order to construct a group practice essay. However, elements 
to be covered in the essay were pre-set e.g., music, camera angles, 
language used. 
Domination with design 
allows for creative 
reconstruction based on an 
understanding of power. 
Students gained an understanding of how power is exercised through 
semiotic choices in texts but were not encouraged to 
redesign/transform the models in any way though the potential was 
there in the Yr 12 political speech task (Celia).  
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Affordances (Alford, 2014) Evidence from this study at Beacon High and Riverdale High 
Access with domination 
provides a view of texts and 
discourses as reproducible but 
always invested with power.  
There is a pervasive view among the four teachers that powerful 
genres, e.g., analytical essays need to be made explicit to EAL/D 
learners who are still mastering literacy in SAE. However, all 
teachers and in particular Lucas indicates that this combination of 
orientations (access with domination) can comfortably co-exist. Some 
other powerful texts – online documentaries and TV and print media 
texts – and some discourses are challenged, e.g., Disneyland’s 
commercialism; Scientific knowledge; racism; ageism. The potential 
for Celia to do this more overtly was apparent in her lesson on the 
political speech. 
Access with diversity 
recognises that learners bring 
different histories, identities 
and values to text production. 
Limited opportunity to bring different histories, identities and values 
to text production is evident – except in Year 11 at Riverdale 
analytical essay where students produced an essay in a group each 
taking responsibility for a paragraph – one lesson. Students may or 
may not have done so though, as the emphasis was clearly on re-
producing the model. Riva used some diverse multimodal texts 
recognising students’ own literacy practices and she drew on their 
own readings of texts in Lesson 1. In Year 12 at Beacon, students 
could bring their own history/experience of oppression to the writing 
task by choosing the purpose and audience of the speech transcript.  
Access with design gives 
diverse learners the chance to 
transform dominant texts 
using multiple sign systems. 
There was some use of Design elements in Celia’s Year 12 speech 
writing task. However, the students did not engage in transforming 
dominant texts using multiple sign systems. 
Diversity with domination 
celebrates difference but 
recognises that it is structured 
in dominance and can be 
challenged. 
At Beacon High, the students were able to draw on their own 
histories and perspectives to create a thesis for their investigative 
report. Their own languages and literacies, however, were not 
encouraged. The Year 11 documentary task at Riverdale 
demonstrated how teachers can draw on diverse texts, such as 
Chinese scientific reports about pandas, and show how they, too, are 
structured purposefully for certain effects and are open to 
contestation. 
Diversity with access allows 
difference to be brought into 
dominant language forms. 
There was little scope for including aspects of diversity, such as other 
languages and literate practices, as teachers concentrated on 
providing access to dominant language form of SAE (including 
KAL). 
Diversity with design realises 
the potential diversity offers 
in reconstructing texts. 
The students in Celia’s Year 12 class were able to draw on their own 
ideas and positions to write their hortatory speech. However, they did 
not engage in transforming dominant texts using multiple sign 
systems as a resource. 
Design with domination 
provides understanding of 
how dominant practices are 
perpetuated and how they can 
be transformed. 
The students did not engage in transforming dominant texts using 
deconstruction and multiple sign systems. 
 
Design with access creates 
potential for new forms to be 
accepted by/as dominant 
practices. 
The students did not engage in transforming dominant texts using 
access to multiple sign systems to create new forms. 
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Affordances (Alford, 2014) Evidence from this study at Beacon High and Riverdale High 
 
Design with diversity 
provides opportunity to draw 
on difference as a resource for 
design. 
 
The students in Celia’s Year 12 class were able to draw on their own 
ideas, experiences and positions to write their hortatory speech 
including written, linguistic features. However, they did not engage in 
transforming dominant texts using multiple sign systems as a 
resource. 
 
In their foundational work on critical literacy with ESL learners, Hammond 
and Macken-Horarik (1999) cautioned that EAL/D students will only be able to 
undertake effective critical analysis of texts if they are able to engage with the text at 
the level of code-breaking, comprehension, knowledge of genre, and the ability to 
construct well-formed texts. The teachers in this study demonstrate the ability to 
mobilise such pedagogy while teaching critical literacy not as an “add-on” but as a 
significant part of the regular program of instruction.  
6.5 CONCLUSION 
This data chapter has addressed one of the research sub-questions established 
in Chapter 1: What understandings about critical literacy do teachers of EAL/D 
learners articulate? The data were analysed in terms of Fairclough’s (2003) 
dialectical categories of Discourses (ways of representing), Genres (ways of acting) 
and Styles (ways of identifying) in order to show the four teachers’ articulated 
orientations to critical literacy. This chapter has investigated things such as: the ways 
in which the four teachers talk about critical literacy for EAL/D learners; the ways 
their talk about critical literacy contributes to the constitution of critical literacy as an 
approach to literacy teaching with learners from cultural and linguistically diverse 
backgrounds in senior high school; and the ways their articulated understandings 
enhance or constrain learning experiences for senior EAL/D students at this point in 
time. The affordances evident in their talk and practice show the main constitutions 
are that of Access and Domination with less evidence of Diversity and much less of 
Design. They also permeate their classroom practice with metalinguistic knowledge 
through sentence scaffolds. Their practice provides some insights to how teachers 
can address the metalinguistic demands of critical literacy, which Locke (2010) 
suggests remains unresolved and widespread in the Anglophile world. However, 
their approach does not encompass fully the rich dimensions envisaged by Janks 
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(2010) and Misson and Morgan (2006) although one teacher includes a loose 
“critical aesthetic” dimension in her teaching. 
The gaps evident in their talk about what constitutes critical literacy, as 
summarised in Table 6.11, I suggest are directly relatable to broader contextual 
constraints outlined in Chapter 5, that is, the influence of the media debate on 
syllabus design; syllabus requirements and limitations; lack of time and resources; 
and constraints on intra-school relationships between teachers. Janks’ (2010) 
synthesis model provides a set of parameters that policy-makers and teachers of 
senior EAL/D learners can use, in their Australian contexts, to address the particular 
limitations that their planning for and enactment of critical literacy reveals. 
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Chapter 7: Positioning EAL/D Learners in Relation 
to Critical Literacy  
The aim in this third data chapter is to explore how the teachers, within the 
discursive formations in which they work, represent the social identities of EAL/D 
learners in relation to accomplishing critical literacy. This chapter addresses the third 
research sub-question: how do the teachers in this study position their learners in 
relation to critical literacy study? To do so, I explored all of the interview data (16 
interviews in all) and identified five competing discourses in the teachers ' talk about 
their learners. I also identified key aspects of their pedagogy that contribute to the co-
existence of these five discourses. This chapter, then, furthers the analysis of 
Fairclough’s (2003) interdiscursive elements of practice. Interdiscursivity, it will be 
recalled from Chapter 3, is “the particular mix of genres (which includes ways of 
acting and interacting within classroom pedagogy), of discourse and of styles upon 
which a text draws, and of how different genres or styles are articulated (or worked) 
together in the text” (Fairclough, 2003, p. 218).  
In Australia, many EAL/D teachers have challenged deficit representations of 
their students especially when those deficit views are based on students’ capacity to 
engage with literacy curricula designed for students who speak and write standard 
Australian English (e.g., Lo Bianco & Wickert, 2001). As noted in the Literature 
Review chapter (Chapter 2), Hammond (2012) investigated the appropriateness of 
the Australian Curriculum (ACARA, 2012) for EAL/D learners and found that the 
curriculum and suggested pedagogy positioned EAL/D learners favourably and 
catered for their needs. Nevertheless, this appropriateness lies mostly within the 
English subject area and not across all discipline areas as the curriculum itself states 
it should22. To supplement such research, it is important to also document teachers’ 
views of EAL/D learners and their capacity to engage intellectually, including 
critically, with mandated literacy and language curricula, such as the English for ESL 
                                                 
 
22 ACARA (2013) states that “Each area of the curriculum has language structures and  
vocabulary particular to its learning domain, and these are best taught in the context in which  they are 
used. All teachers are responsible for teaching the language and literacy demands of their learning 
areas” (p.6). 
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Learners Senior Syllabus (QSA, 2007 amended 2009). The views of teachers are 
significant as teachers are the enactors of curricula and, as shown in Chapter 5, they 
select and design learning experiences, based in part on their views of learners’ 
current capabilities and knowledge, needs and future capacity. 
7.1 ORGANISATION OF THE DATA ANALYSIS IN THIS CHAPTER 
In section 7.2, I present analysis of the five key discourses identified in the 
teachers’ talk, each in turn, including analysis of the patterns associated with the 
presence of these discourses. In other words, with what is each discourse associated 
in the teachers’ texturing of the interview text. The particular combinations suggest 
the teachers’ social agency (Fairclough, 2003) to construct EAL/D learners in a 
generative way, in times when EAL/D students are constructed largely as “the 
problem” within a deficit view. The deficit view was outlined in detail in Chapter 2, 
section 2.2.5. The analytic method used in this chapter is outlined in Chapter 4, 
section 4.7.3. By way of a brief reminder, after inductively identifying all data 
related to students and compiling this into a 16-page document, fine-grained analysis 
of wordings was then conducted to identify what discourses were drawn on in the 
teachers’ talk and how were these textured together. The grammatical and linguistic 
features that characterised the discourses were: semantic relations between elements 
of statements, in particular the use of adverbial and prepositional phrases or 
Circumstances of time, cause and manner; metaphors; assumptions realised via 
positive or negative connotations via use of modal verbs such as can and cannot. 
Much of this linguistic analysis was conducted “off-stage” (Weatherall, Taylor & 
Yates, 2001) and key findings are shown in this Chapter.  
In section 7.3, I present analysis of the pedagogy employed by these teachers 
that, I argue, has enabled this range of discourses to come into existence and enter 
the particular mix of discourses in this education context at this time. Section 7.4 
provides a summary and makes conclusions. 
7.2 ANALYSIS AND DISCUSSION 
Analysing the ways teachers engage and invest in different discourses can help 
identify how discourses become normalised and who benefits from them. English 
(2009) maintains that all teachers possess “fluency in reproducing hegemonic 
discourses” (p.504) and that examples of counter discourses are needed.  
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Figure 7.1 summarises the five key discourses about EAL/D learners that 
emerged from the data.  
 
Figure 7.1. Five key discourses about EAL/D learners in relation to critical literacy (CL) that emerged 
from the data. 
The five discourses are: Learner deficit in terms of “lack”; Learner deficit in 
terms of “needs” in relation to the demands of Australian senior high school; Learner 
difference as resources for learning; Learner difficulty with critical literacy; General 
positive attributes including learner capacity for intellectual engagement with and 
through critical literacy. The discourses exist simultaneously in the teacher talk and 
often sit in tension with one another. As Fairclough (2003) argues, “when different 
discourses come into conflict and particular discourses are contested, what is 
centrally contested is the power of these pre-constructed semantic systems to 
generate particular visions of the world which may have the performative power to 
sustain or remake the world in their image, so to speak” (p.130) The teachers in this 
study draw on discourses that contest one another, thereby generating a contestation 
of the power of existing visions of EAL/D learners as deficient and often incapable 
(Dooley, 2012; Guttierez, et al., 2009; Guttierez & Orellana, 2006a and b). 
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In addition, as Fairclough (2003) argues, discourses not only represent the 
world as it is seen to be, but also possible worlds which are different from the actual 
world. These imaginaries are connected to projects to change the world in certain 
directions. I argue, in this chapter, that the conflict between the discourses in the 
teachers’ talk possesses performative power to shift the way EAL/D learners are 
positioned for critical literacy in a mandated curriculum context. I begin with a 
discourse which is powerful due to its wide-spread presence and power to sustain 
particular, negative visions of EAL/D learners and their engagement with formal 
schooling. 
7.2.1 Deficit – “lack” and “need” 
In this section I explain two discourses that co-exist very closely but that 
benefit from separating out. As outlined in Chapter 2, a “deficit–lack” discourse 
refers to “talk of student lack” (Dooley, 2012) which is common among many 
teachers and school administrators (Dooley, 2012; A. Luke, Cazden, et al., 2013), 
and even among some teachers who have long challenged deficit discourses about 
EAL/D students (Dooley, 2012). As noted in Chapter 1, such teachers, at the outset 
of this study, openly questioned whether their EAL/D students could undertake 
critical literacy, as it was understood at the time.  
As outlined in the Literature Review, students who come to school with 
knowledge and skills that differ to that of the dominant discourse are disadvantaged 
within the educational setting (Dooley, 2012; Gutierrez & Orellana, 2006a, 2006b; 
Sharp, 2012). As such, deficit is always constructed in relation to existing 
educational curricula, pedagogy and assessment practices. It is the “different” learner 
who is often constructed as the “problem” (Cummins, 2003; Gutierrez & Ornella, 
2006a).  
The greatest number of comments that were deficit in nature was made by 
teachers at Beacon High. For example, 
They’re starting further behind (Margot, Interview 1, Feb 3, 2010);  
They’re from uneducated backgrounds (Margot, Interview 1, Feb 3, 2010);  
They need to understand (x 9 times) (Margot, Interview 1, Feb 3, 2010);  
Some don’t know how to behave in class (Celia, Interview 1, Feb 8, 2010). 
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This is not surprising for a number of reasons. First, the students at Beacon 
High are mostly refugee-background with significant gaps in their formal education 
that has a direct impact on school learning (McBrien, 2005; Miller, 2009; Miller & 
Windle, 2010). Some are reported to have suffered psychological trauma, which 
hinders their adjustment and capacity to concentrate and therefore influences their 
ability to achieve their best. At Riverdale High, where the socio-economic status of 
learners was higher and the educational backgrounds of the learners largely 
uninterrupted, there were only a few comments from the teachers indicating a deficit 
discourse, for instance, “They don’t have the right level of sophistication to get an 
A” (Lucas, SVR interview, Nov 10, 2010). However, this could easily be said of 
many Australian-born, non-EAL/D learners.  
Second, teachers generally are constantly navigating a “top-down” discourse 
(English, 2009) in play in Australian schools. This discourse “ascribes an 
authoritative role to the curriculum (and) students who do not meet curriculum-based 
expectations are represented as ‘lacking’” (Dooley, 2012, p. 3. This discourse 
highlights student underachievement, ignoring their cultures, languages and identities 
(Cummins, 2001). Like all teachers, the teachers in this study are influenced by this 
ubiquitous discourse, but many of their statements indicate they take into account 
factors such as students’ refugee circumstances, the demands of Australian schooling 
and previous cultures of learning.  
The second discourse identified – “deficit–needs discourse” – signals a 
problem faced by many teachers of EAL/D learners in senior schooling within a 
mandated curriculum. Where a “deficit–lack” discourse relates to the knowledge and 
attributes lacking within the learner in relation to what is valued by the dominant 
education system (Gutierrez et al., 2009), “needs” refers to the specific knowledge 
and attributes demanded by the dominant system and society more broadly for 
“success”. Teasing out “needs” as distinct from “inherent lack” allowed for more 
nuanced analysis of the teachers’ comments. It highlights the fact that the “needs” 
students have are those that are demanded by the curriculum and that often do not 
match and do not capitalise on the life-worlds of diverse EAL/D learners. This was 
also identified in Chapter 5 and 6 where the demands of the curriculum meant that 
the rich diversity of the learners’ backgrounds and their own “voice” was not fully 
capitalised on, and multimodal Design tools with which adolescent learners are more 
254  Conceptualisation and enactment of critical literacy for senior high school EAL learners 
familiar (Alvermann, 2002; Kalantzis & Cope, 2013; Jewitt, 2008) were overlooked 
in favour of a written rather than oral/multimodal task as stipulated by the syllabus. 
However, while teachers in the senior school have some agency in adapting the 
curriculum, as also shown in Chapter 5, they are also required to meet certain, 
minimum syllabus requirements especially for high-stakes assessment purposes, 
including writing in SAE. Thus, the “needs” of EAL/D learners becomes a sphere of 
constant negotiation for teachers between what will allow students to progress 
through dominant culture knowledge and skills pathways on the one hand (Delpit, 
1988, 1995), and learner “difference”, including capabilities and cultural ways of 
knowing (see Dooley, 2008, in Chapter 2) on the other. Distinguishing the particular 
relationship between the discourses of “deficit or lack” and “need” in the teachers’ 
talk can assist in identifying possible ways forward. To draw out this distinction, I 
analysed teacher comments relating to deficit for the kinds of Circumstances evident 
in the clauses (Halliday, 1994).  
Contingent deficit 
The analysis revealed that the deficit discourse in many of their statements is 
alleviated by reference to conditions or Circumstances that influence their students 
and that are outside the students’ and often the teachers’ control. Circumstances 
serve to illuminate the action (process) in some way, locating the action in space and 
time (Butt, et al. 2012). They are typically realised by prepositional and adverbial 
phrases in a clause. As part of the suite of resources available to speakers to encode 
their experiences of the world around them, circumstances are significant as they 
modify the “goings on” or the processes (Butt, et al. 2012). They indicate the speaker 
has an understanding of factors that affect the “goings on” and can help the listener 
(and the discourse analyst) to reach a better understanding of the purpose and 
intended meaning of a text.  
At Beacon High, in Interview 1 (February 3, 2010), Margot reported many 
statements that include Circumstances (in italics) that indicate her awareness of the 
broader context of her students’ so-called “lack”, for instance: 
If they’ve missed out on education, …they haven’t developed conceptual 
understandings in the way that students brought up in Australia have 
developed conceptual understandings. 
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[They] don’t understand formal register for tertiary study. 
[They] haven’t got the language to express critical literacy. 
The statements by Margot above pertain to what the students lack in relation to 
time, and space or context. For instance, Margot takes account of students’ previous 
experience, for example, “If they’ve missed out on education”, and their future goals, 
that is, “for tertiary study”. She also takes into account the ways things are done 
locally, for example, “in the way that students brought up in Australia have 
developed conceptual understandings.” The “deficit” is contingent on the demands of 
localised schooling. Riva acknowledges this neatly with a hypotactic clause (in bold) 
and then a causal Circumstance (in italics): 
If they’re going to study in a western society they need to know that way 
of looking at texts, because all of our study is based on those ideas that texts 
can be questioned.  
(Riva, Interview 2, October 6, 2010)  
As shown in Chapters 5 and 6, Riva demonstrates pedagogy that supports this 
contingent need. The teachers’ talk can therefore be seen as indicating a ‘contingent 
deficit’ discourse, circumscribed by factors beyond the learner (individual lack) 
showing these teachers are very aware of the complex challenges facing their 
students.  
Using Circumstances in this way was a major means by which the teachers 
mitigated the deficit discourse. Circumstances are often not highlighted in linguistic 
analysis. Participants and processes, considered the “engine room” of packaging 
experiential meaning (Halliday & Matthiessen, 2004) tend to receive greater 
attention. Yet, Circumstances, such as those offered by these teachers, have a 
significant effect on the way these teachers represent their learners. The power of 
foregrounding Circumstances in analysis of teacher talk in the education field can 
therefore add an enhanced dimension to understanding the discourses surrounding 
certain learner groups. This methodological contribution is discussed in Chapter 8. 
7.2.2 Learners’ differences as resources 
In contrast to the deficit discourse, the teachers in this study talked often and 
enthusiastically about their learners’ general positive attributes acknowledging their 
existing skills, dispositions and knowledge. Difference is often “construed as an 
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aberration of mainstream norms” (Lam, 2006, p. 215) yet these teachers spoke about 
their learners as possessing resources specifically relevant to engagement with 
critical literacy. This enabled me to identify a third discourse – the “learner 
difference as a resource” discourse – that sees learners as rich sources of learning 
with funds of knowledge (Moll, 1992; McLean et al., 2009). As outlined in Chapter 
2, this discourse views learners as positive because of their differences, not in spite 
of it. The “difference” that these students bring to the classroom, because of their 
backgrounds, is seen as beneficial rather than an obstacle. A number of statements 
were made by the teachers that indicate this “difference” (underlined). For instance, 
Because of their own life experiences where they’ve just had to push 
themselves and they’ve got a lot of resilience anyway, and they’ve managed to 
make it this far and they’re really good at just plodding along until they get it. 
(Margot, Interview 2, March 10, 2010) 
So much of what’s gone on before in their lives impacts on what they’re 
understanding in the classroom. I don’t think we can discount that.  
(Margot, Interview 3, March 23, 2010).  
Acknowledging the students’ background experience as positive was also 
evident in Chapter 5 where the interaction between Margot and her students saw 
them make connections between their own refugee-background lives and the concept 
of marginalisation (See section 5.4.2). Not discounting what has gone before means 
Margot was able to draw on their life experiences, sensitively, to help them access 
new knowledge and skills. It exemplifies “equity in literacy learning (which) 
suggests the need to account for how an individual’s race, culture, and 
socioeconomic background shape his or her understanding of texts and practices” 
(McLean et al., 2009, p. 158). Other evidence of this discourse includes the 
following statements: 
They are pretty aware of what’s happening in the world. Quite aware of 
general news happenings.  
    (Celia, Interview 1, February 8, 2010) 
Some of them have had life experiences that I will never have!  
    (Celia, SVR Interview, April 16, 2010) 
One of their strengths is that they have a lack of fear. I think they’re pretty 
bold. They go into a text and they know that there’s more to it. They’re 
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willing to dig deeper.  
   (Celia, Interview 3, March 17, 2010) 
They came up with different things from what I would have expected but 
they were good! You know I was very pleased with them.  
   (Riva, Interview 3, October 22, 2010) 
This is a really good group … a good mix so that it’s not just a block of 
Chinese students or a block of Vietnamese students so we can talk about all 
these different cultures. To draw on that in the classroom is fantastic.  
   (Lucas, Interview 2, October 5, 2010) 
These data extracts show the teachers specifically mentioning that rather than 
being a hindrance, their learners’ life experiences and attributes can assist them and 
their teachers to explore texts critically together. As part of the dialectical nature of 
discourse, discourses affect social structures in terms of either aiding and abetting 
continuity or generating change (Fairclough, 2003). The teachers in this study, I 
argue, are generating important change by talking about their learners in ways that 
take into account and draw on their lived experiences as well as the demands of 
education structures. This discourse was not as dominant as the competing 
“capacity” and “difficulty” discourses in their talk (to be discussed in section 7.2.3 
and 7.2.4) but nevertheless exists and serves to interrupt dominant views of EAL/D 
learners’ difference as problematic. 
However, as was seen in Chapter 6, the teachers did not fully draw on their 
learners’ Diversity; drawing on their home cultures, languages and everyday literacy 
practices, as Janks’ (2000, 2010) describes it. This was largely due to the policy, 
assessment and time constraints identified in Chapter 5. The teachers seem to be 
indicating that they recognise that Diversity is significant in the process of schooling, 
but the context in which they work does not recognise it as equally as significant as 
the curriculum itself. 
7.2.3 Capacity for CL 
The analysis of the data revealed that two other key discourses existed in the 
teachers’ talk. One, that their students had the capacity for intellectual engagement 
with critical literacy and conversely, that their students had difficulty with critical 
literacy. During the initial data analysis, these two discourses constituted the largest 
amount of data, in roughly equal amounts, in the single file generated. The tension 
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between the two discourses, I argue, mirrors the attempts the teachers are making to 
tailor, through their pedagogy,  a constraining curriculum (as explained in Chapters 5 
and 6). 
A “Capacity for critical literacy” discourse was identified amid a more general 
range of positive comments about the learners. It refers to teacher comments about 
EAL/D students’ cognitive or intellectual capacity to undertake the specific higher 
order thinking inherent in critical literacy (Lau, 2010). Examples from both schools 
include: 
Beacon High: 
I don’t think that it’s beyond them to learn how to write critically. I really 
think it’s achievable and accessible to them. 
  (Celia, Interview 1, February 8, 2010) 
They can see the value in what it means to understand English and not just 
be looking at something at face value but to go a little bit deeper. 
 (Celia, Interview 1, February 8, 2010) 
I think a lot of these kids do rise to the challenge ... You actually can 
challenge these kids and they should be able to rise to the occasion 99 per 
cent of the time. 
 (Margot, Interview 2, March 10, 2010) 
Riverdale High: 
Critical Literacy is not too hard for these kids to understand. 
 (Riva, Interview 2, October 6, 2010) 
Some of them are doing a very good job [despite] not being a high 
[achieving] cohort. 
 (Riva, Interview 1, March 17, 2010) 
I don’t see any particular difficulty with any student understanding what we 
teach about crit lit [sic] ... I don’t see any stumbling blocks with their 
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cognitive processes. 
 (Lucas, Interview 2, October 5, 2010)23  
Their language skills might not be through the roof yet, but you could see in 
their writing that they know what “foregrounding” was and that they know 
what marginalising was and how we are positioned, and then in some 
instances, why we are positioned. 
 (Lucas, Interview 1, March 17, 2010) 
They are bombarded with the same texts (as L1 students are) so why 
shouldn’t they have the skills to critically analyse what they see and what 
they read? Just because they have English as a second language ... doesn’t 
mean that they don’t have the capacity to understand that a text was 
(deliberately) structured. 
 (Lucas Interview 2, October 5, 2010) 
Lucas, here, echoes Delpit’s (1995) view that “teachers can . . . acknowledge 
the unfair “discourse-stacking” that our society engages in. They can discuss openly 
the injustices of allowing certain people to succeed, based not upon merit but upon 
which family they were born into, upon which discourse they had access to as 
children” (p. 165). 
One particularly pertinent example of the complex interplay between the 
discourses of “deficit” on the one hand and “capacity” on the other comes from Riva.  
I think it’s really important for them to see that they can do it [critical 
literacy], not to be silenced by their language ability or deficit – shouldn’t 
say deficit – but I think it’s really important for them not to be silenced and 
they can start to say things they’re thinking. I really try to encourage that.  
(Riva, SVR interview, November 18, 2010, emphasis added) 
Riva self-regulates her use of the term “deficit” in the interview. She knows it is a 
powerful discourse that impacts on her work and the students’ experience of 
learning. The interview context with me as researcher may also have impacted on her 
decision to “backtrack” on this choice of word. She also considers her learners to 
                                                 
 
23 The English for ESL Learners Senior Syllabus (QSA, 2007 amended 2009) requires that assessment 
instruments address 3 criteria: cognitive processes; communication skills and knowledge about 
language or control of grammatical resources.  
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have ability (“they can do it”) and “voice” (“they shouldn’t be silenced”, and “they 
can start to say things they’re thinking”). Locke and Cleary (2011) similarly argue 
that providing space for students to voice emerging positions is important for 
frequently marginalised learners. Sandretto (2011) argues it is essential within critical 
literacy pedagogy for teachers to acknowledge the contributions students bring to 
dialogue in classrooms, and to foster genuine dialogue that redistributes power. As 
seen in Chapter 5, Riva in particular endeavoured to do this in her lesson on reading 
positions where she drew into the discussion various perspectives offered by the 
students in her class.  
However, as Hammond (2008) points out, while culturally and linguistically 
diverse learners provide plentiful sources of opportunity for teachers, they also 
produce particular kinds of challenges for teachers for which many teachers, 
‘mainstream’ and EAL/D, are not prepared. 
7.2.4 Difficulty with CL 
A “difficulty with critical literacy” discourse was identified in the comments 
about how challenging the teachers think their EAL/D learners find critical literacy 
to be. The teachers state three particular aspects of critical literacy work that EAL/D 
learners find challenging. These include linguistic challenge with writing; conceptual 
challenge; and “cultures of learning” challenge. I address these in turn in the 
following section. 
a. Linguistic challenge 
Recurring often across all of the teacher talk is the notion that the particular 
writing tasks required by assessment items (see Chapter 5) are challenging for these 
teachers’ learners. 
Beacon High: 
I think they’re still struggling with it. I think it’s difficult because, I mean, I 
don’t know that their language is at a level where they’re able to manipulate 
it, and I think that’s probably a key issue. I’m asking them to do a lot of 
things which is manipulating language, trying to critically look at an issue 
without necessarily imposing your own particular opinions on that which is 
actually quite hard. 
 (Margot, Interview 2, March 10, 2010) 
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They might know what they want to say, [but] they haven’t actually fully got 
that language to say it. 
 (Margot, Interview 2, March 10, 2010) 
Certainly their level of language is a challenge. 
 (Celia, Interview 3, March 17, 2010) 
They still sort of shiver in fear a bit when they realise that they’ve got to 
write, for them it’s a substantial amount, 1000 words. 
 (Celia, Interview 2, February 23, 2010) 
Riverdale High: 
They don’t often achieve the results that express their understanding because 
they, the way they express it is not accurate. Accuracy is an ongoing 
problem, even in Year 12 and particularly with complex sentences. 
 (Riva, Interview 2, October 6, 2010) 
They need to get their head around the English language involved as well as 
the concepts; it’s like they’re hit twice there … They don’t have the right 
level of sophistication [in their writing] to get an A. 
 (Lucas, SVR Interview, November 10, 2010) 
They’re always going to have problems with an essay under exam conditions 
with regards to, are they using the correct verb tense?; are they 
nominalising?; are they making sure they are putting the verb in the right 
place. 
 (Lucas, Interview 3, November 2, 2010) 
They still achieve quite well in the essays but if they can’t communicate 
what they’re thinking, you know, that’s a whole other [assessment] criteria 
and that lets them down. 
 (Lucas, SVR Interview, November 10, 2010) 
The “lack” discourse clearly intersects here with the “difficulty/linguistic” discourse. 
Writing is a significant problem EAL/D students in senior school face as Allison 
(2011) has pointed out. The teachers’ KAL pedagogy (identified in Chapter 6) is a 
response to this significant issue. This pedagogy is explored further in section 7.3 of 
this chapter.  
The combination of the difference as resource discourse explicated above, and 
this difficulty with writing discourse begs one key question: why don’t schools allow 
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EAL/D students to also demonstrate their conceptual knowledge of critical literacy 
through their own “different” resources of expression, rather than forcing them to 
write analytically in a language they have not yet mastered? The answer lies partly in 
seeing the learners’ “different” resources as normal and productive sources of 
innovation and legitimate ways to express knowledge. It also lies in the “Access 
paradox” discussed in Chapter 6. Access on its own naturalises and privileges 
powerful language forms and genres, and undervalues students’ own forms of 
expression and knowledge, yet access is the gateway to success in schooling. 
Students therefore need to be told explicitly the rules of the culture of power in order 
to make acquiring that power easier (Delpit, 1988, 1995); they need “access to 
schooled literacies – to the standard variety of written language, a range of genres 
and the social and rhetorical sophistication needed to write for different audiences 
and purposes. These are harder for students to master if they have no experience of 
meaningful, pleasurable, fluent writing on which to build (Janks, 2010, p. 158). This 
is the case for many of Margot and Celia’s learners who are not fully literate in their 
first language/s.  
Teachers’ work is always circumscribed by various fields of power in the 
institutional order of discourse – power in the individual classroom, power at the 
school sector level, and power at the tertiary sector level which also influences their 
work. In this case, the power they exercise in the classroom is impacted on by the 
urgent need to develop in their learners prowess in the written “genres of power” (A. 
Luke, 1996) in standard forms of the dominant language (e.g., SAE) and which are 
often stipulated by education policy as analytical as opposed to creative. 
Furthermore,  in order to meet certain tertiary entrance requirements and standards, 
learning these genres of power needs to be done as quickly as possible due to limited 
time with senior high school EAL/D learners, many of whom are already 18 years of 
age or older.  
b. Conceptual challenge 
Critical literacy is conceptually demanding for most adolescent students. It sits 
within the higher order end of any taxonomy of thinking skills (e.g., Anderson and 
Krathwohl’s 2001 revision of Bloom’s Taxonomy). It involves analysing, 
synthesising and evaluating and belongs to Hull’s (2000) “Exercising Critical 
Judgement” meta-category for literacy functions. If a Design element is also present, 
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as in Stevens and Bean’s (2007) and Stein’s (2008) classroom examples outlined in 
Chapter 2, creating is also required. It “is dependent on an ability to decode text and 
engage with its meanings” (Janks, 2010, p. 22) and also calls for engagement with 
power and how power is exercised in language use through assumptions, values and 
positions.  
The teachers indicate in their talk that while some students have capacity for 
critical literacy, others are moving between decoding, engaging with meanings and 
critical literacy with greater difficulty. This seems particularly true of some students 
at Beacon High: 
I mean you’ve got some kids who just don‘t get it, and I saw one yesterday 
which it had just gone right over his head, just hadn‘t got it at all. 
 (Margot, Interview 3, March 23, 2010) 
I’ve noticed this with a few of the kids, they’ve kind of got it but then they’ll 
veer off and talk about you know the issue again. So he’s still – he’s coming 
to an understanding. It’s a developing understanding rather than a fully-
fledged understanding. 
 (Margot, Interview 3, March 23, 2010) 
They are facing a lot of hurdles – I guess jumping the hurdle means that 
they’ve got to be stretched a little bit. They’ve got to go out of their comfort 
zone and learn some (new) ways of exploring text. I guess that’s the hurdle. 
They’ve got to feel the confidence to get beyond the black and white of the 
text and get inside it and discover more about it. ... They can get that from 
practice. 
 (Celia, Interview 1, February 8, 2010) 
There were fewer comments made in regards to conceptual challenge by the 
teachers at Riverdale High where learners are more literate in their first languages 
and have not had the interrupted education and refugee-background many of those at 
Beacon High have had. The teachers at Beacon acknowledge realistically the 
challenge that some of their students face with critical literacy but it does not prevent 
them from including it in their program. In fact, this acknowledgement which comes 
as a result of their practice of critical literacy, brings this view into the discourse mix. 
It shows that the teachers draw “on the discourses that they inhabit” (Janks, 2010, 
p. 158); on their particular EAL/D communities’ resources, including knowledge, 
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values, beliefs and assumptions, for naming the world. In inhabiting this particular 
discourse mix, these teachers have important views and knowledge to share that 
others may not have access to. 
c. “Cultures of learning” challenge 
As discussed in Chapter 2 Literature Review, “Culture of learning” refers to 
the particular cultural and education system through which one is socialised 
(Wallace, 1995) and which prioritises and exposes learners to certain types of 
learning, for example, teacher-centred transmission or participatory pedagogy 
(Alvermann, et al 2009). Various comments from the teachers indicated 
consideration of the students’ broader cultures of learning in their countries of origin 
and transit en route to Australia: 
Beacon High: 
I think it’s because we’re asking them to do things that they’re not used to 
do. You know nobody has ever really put stuff like this in front of them 
before. 
 (Margot, Interview 3, March 23, 2010) 
A lot of these kids, maybe because of their culture backgrounds are not 
allowed to have opinions. Like cultures where children don’t have opinions 
and don’t learn how to back up and support an opinion. 
 (Margot, SVR Interview, May 31, 2010) 
[They] are not taught to look at things critically in their education systems. 
They are taught in traditional ways. 
 (Margot, Interview 1, February 3, 2010) 
The Circumstances of cause and contingency, highlighted in italics, show that 
Margot considers the learner in ways other than simply in relation to the curriculum. 
The primary socialisation into education for these students, their “cultural 
backgrounds” or culturally preferred ways of making knowledge (Dooley, 2012) is 
factored in. Riva and Lucas acknowledge this as well:  
Some of them still come with the idea that they have to learn what the 
teacher says ... where they have to wait for the teacher’s meaning and learn 
that one, and so they’ve got a bit of a shift to make. It’s exhausting for them. 
A big challenge. 
 (Riva, Interview 2, October 6, 2010) 
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They’re coming from cultures where the critical is discouraged, where it’s 
frowned on and it’s not really taught at all. So it’s definitely a new way of 
thinking for them. 
 (Lucas, Interview 3, November 2, 2010) 
These two quotes show the “top down discourse” in operation “which ascribes 
an authoritative role to the curriculum (and) students who do not meet curriculum-
based expectations are represented as ‘lacking’” (Dooley, 2012, p. 3). It shows how 
the “lack” discourse, and the “needs” discourse, connect with the “cultures of 
learning” discourse. 
The teachers are engaged in an on-going negotiation of these competing 
discourses, in particular the ‘difficulty with critical literacy’ discourse, and the 
“capacity for critical literacy” discourse. The co-existence of this range of discourses 
highlights the complexity of teaching critical literacy with students who have low 
levels of literacy in the variety of language valued in Australian education i.e., 
Standard Australian English (SAE) and its attendant, valued text-types. It also 
indicates a shift, generally, in teachers’ talk about EAL/D students' ability to engage 
with more than purely functional approaches to language and literacy learning (see 
Chapter 1). Additionally, it suggests that the teachers’ agency to reinstate critical 
literacy in the curriculum in particular ways, and to employ pedagogy that makes it 
accessible to their learners (as displayed in Chapter 5 and 6), can change the way 
teachers talk about EAL/D students’ capacity for critical literacy (refer to Chapter 1). 
This can then lead to further developing and documenting pedagogic practices that 
enable EAL/D students in senior schooling to more fully experience intellectually 
engaging critical literacy lessons as ‘normal’ practice. Finally, it highlights aspects of 
the current conditions of teaching senior EAL/D learners that require addressing. 
Identifying a more expansive range of discoursers, such as the ones outlined above,  
including counter-hegemonic discourses, opens up “the potential for exploiting the 
ideological dilemmas between the existing discourses” (English, 2009, p. 502). 
7.3 LANGUAGE SCAFFOLDING AS THE LINCHPIN 
One ideological dilemma evident in this data is that students are positioned in 
the teachers’ talk as having both capacity for and difficulty with critical literacy. 
The difficulty, however, is largely in relation to the written linguistic and conceptual 
demands of the local curriculum (cf. Allison, 2011). While there is a deficit discourse 
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in the teachers’ talk reflecting a deficit discourse within education more broadly, 
these teachers are also advocates for EAL/D students and they mobilise effective 
pedagogy within constraints (as demonstrated  in Chapter 5 and 6). As Janks (2010) 
argues, even when people are moving into a new discourse, “old patterns of speaking 
the world influence our choices” (p. 66). When teachers apply pedagogy that 
scaffolds learning, they can see not only what they can’t do, but also what students 
can do. This knowledge, then, enables them to name the world in particular ways and 
it then becomes a discourse that they inhabit. It dislodges the dominant discourse 
around these learners enabling the discourse to be more inclusive of student 
capability.  
Lam (2006) notes that the alignment between a student’s primary group 
socialisation and the expectations and practices of educational institutions is the 
“linchpin” (p. 215) in the likelihood of their success of failure in schooling. This is 
certainly true in the absence of appropriate pedagogy, especially language 
scaffolding strategies. The teachers in this study employ pedagogy that brings this 
alignment closer together, allowing their learners to have greater success than they 
otherwise would. The teachers’ disposition for ‘positioning competence’, that is, to 
create and enact teaching techniques that allow learners to engage in intellectually 
demanding work (Dooley, 2012), then becomes the linchpin. It demonstrates the 
“professional expertise of English as a second language (ESL) and bilingual teachers 
(that) remains invisible in mainstream educational discourse, much like the 
proverbial ‘elephant in the room’” (Harper & de Jong, 2009, p. 137). 
In the following subsections, I identify key features of the teachers’ EAL/D 
pedagogy that they claim is effective and use in their critical literacy classrooms. The 
data used for this section was the same data used to identify the five discourses 
discussed in section 7.2. Comments about the students often travelled with comments 
about pedagogy. Therefore it is important in representing these teachers, to turn 
again to their accounts of their pedagogy, as I did in Chapters 5 and 6. 
I argue it is this pedagogy that facilitates the disruption of hegemonic 
discourses about EAL/D learners, by allowing other ways of talking about EAL/D 
learners to enter into the discursive mix. Without this pedagogy, the range of 
available discourses might not be possible. Margot summarises the position 
succinctly: 
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We get people saying, “So and so can’t do this, this or this”. Then we get 
these kids and  it’s like, “Yes they can!” So something happened or they 
were being judged in a different way....Then you put them in the class (the 
EAL/D classroom) and realise, “Well, hang on, they’re actually much better 
than that!”  
 (Margot, Interview 3, March 23, 2010).  
What is it about what goes on in the EAL/D classroom that enables these 
teachers to see these learners in more complex ways than simply learners with 
deficits and learners who are problematically different? Comments about the students 
in relation to the teachers’ pedagogy, as articulated by the teachers in the interviews, 
are grouped around four pedagogic practices: Explicit instruction; scaffolding 
writing; dialogue; and time. These recurred across the teachers’ talk and are evident 
in their practice, as shown in Chapters 5 and 6 as well. 
7.3.1 Explicit instruction and scaffolding learning 
All four teachers referred to scaffolding and making the content and processes 
of their lessons explicit. 
There’s a lot of support. We offer tuition after school if necessary, 
homework club, lots of scaffolding. 
 (Celia, Interview 1, February 8, 2010). 
We would give them models and we would scaffold and show the different 
ways that the language has been put together … 
 (Celia, Interview 1, February 8, 2010) 
Most of them are like B minus or C plus kind of level. I don’t think anybody 
did really badly, even (Ronaldo) who finally got his act together with a lot of 
support and scaffolding. 
 (Margot, SVR Interview, May 31, 2010) 
I like teaching critical literacy but I do think that it needs to be scaffolded 
quite well. 
 (Lucas, Interview 2, October 5, 2010).   
With ESL learners, I don’t necessarily dumb down the concepts but I do 
have to simplify the way that – I have to simplify my definition and kind of 
not skim over the concepts. But only go in at a superficial level at least to 
begin with because – and you probably noticed that my use of the word 
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‘discourse’ is minimal. Discourse is hard for mainstream students who are 
native English speakers to understand. 
 (Lucas, Interview 2, October 5, 2010)  
They differ, but in general they all have that explicit need to have explicit 
language teaching. 
 (Riva, Interview 1, March 17, 2010) 
You know the cognitive demand of reading … in Grade 11 in a different 
language is huge but we scaffold that so that it’s accessible to them and they 
come out at the end of it far more … um I can’t think of a word, far more 
sort of comfortable in what they’re doing in their whole role as a language 
learner. I think we get over any deficit feelings along the way. I think it helps 
with anxiety.  
 (Riva, Interview 1, March 17, 2010). 
Recall from Chapter 5 that Riva informed me in the first interview that the 
original English for ESL Learners Senior Syllabus (QSA, 2007) stated that 30% of 
the time should be explicit language teaching but that the QSA removed that in the 
2009 hastily issued version. In that interview, Riva referred to explicit teaching 17 
times. “Explicit instruction is characterized by a series of supports or scaffolds, 
whereby students are guided through the learning process with clear statements about 
the purpose and rationale for learning the new skill, clear explanations and 
demonstrations of the instructional target, and supported practice with feedback until 
independent mastery has been achieved” (Archer & Hughes, 2011, p.1). The 
discourse in the teacher talk here is evidence of “scaffolding up” to meet the 
demands of the curriculum, as described by Hammond (2008) and Gibbons (2008). 
Of particular interest is that Riva says they “get over any deficit feelings along the 
way”. I suggest the deficit discourse is able to be challenged and overcome because 
of the pedagogy used, that is, detailed scaffolding of particular tasks.  
7.3.2 Focus on scaffolding writing 
As a subset of scaffolding, the teachers emphasise a clear focus on scaffolding 
writing required by critical literacy assessment items. As discussed in Chapter 5, this 
is significant given that the QSA suggested levels of scaffolding teachers can provide 
and that these should be reduced over the course of the senior program, and yet 
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EAL/D pedagogy is based firmly on the concept of scaffolding (Hammond, 2001; 
Gibbons, 2002).  
As in Chapter 6, the analysis revealed that Lucas drew particular attention to 
critical literacy terms or “spice words” as he refers to them, in his teaching for 
example: invited readings, position, gaps and silences. He states: 
They need to know the meanings of critical literacy terms and how to use 
them correctly in an essay, because, you know, (in an) A standard look at 
how many times they have been used. 
 (Lucas, SVR interview,  November 10, 2010). 
This demonstrates a commitment to providing Access to dominant forms of 
language, as does Riva’s commitment to knowledge about grammatical aspects of 
standard Australian English language: 
They’ve got a lot of things there that they need to make a sentence so I 
constantly draw attention to subject verb agreement and when I do, they 
know, so gradually they’re building up that look back at subject verb 
agreement, reading off that checklist in their own minds but one of the things 
that is so hard, and I think Australians get it wrong too, is the word 
collocations, particularly prepositions. I mean what preposition goes with 
what adjective and what verb?  That connection between particular verbs, 
adjectives and prepositions is so difficult so I just draw attention to that all 
the time. I emphasise it all the time. 
 (Riva, Interview 2, October 6, 2010). 
and 
I suppose I’m trying to give them the tools all the way along, to use new 
words and to use new terms. As I introduce an idea I want them to have the 
tools to express it. So they have to go together. 
 (Riva, Interview 2, October 6, 2010) 
Some of their language I think will be okay and that’s because I scaffolded 
them through like how to write a thesis. 
 (Lucas, Interview 3, November 2, 1010) 
We would scaffold the typical grammar that any class essay would require, 
we teach them that particular genre… So we would do it almost paragraph 
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by paragraph so they get a lot of scaffolding there. 
 (Lucas, Interview 1, March 17, 2010 ) 
They also depend on us to fill in a lot of the gaps. You know they have these 
big gaps in their writing. 
 (Margot, SVR Interview, May 31, 2010) 
These teachers see, on a daily basis, the written products their students are able 
to produce. Their experience and the knowledge gathered from that experience tells 
them that scaffolding writing is vital and without it the students would be lost, lost at 
sea even, as Riva put it: 
JA: So what would happen if you didn’t give them the sentence starters? 
Riva: They’d be at sea, they’d be at sea, and they’d be doing too much at 
once because they’re developing a new way of looking at a text, 
critically; they’re developing understandings of terms and concepts, 
and they’re writing complex sentences, these are complex sentences 
they’re writing, using nominalisations and passive voice, so they’re 
doing too much at once and I don’t want them to flounder. I want 
them to get through and believe they can do it. I want success so I 
scaffold that. 
 (Riva, Interview 2, October 6, 2010) 
The writing demands of the curriculum mean that scaffolding writing explicitly 
is an essential “life raft” for these learners. The teachers’ scaffolding is effective as 
many of the students though not all are able to produce satisfactory or more than 
satisfactory essays (see Chapter 4 for student achievement levels in Table 4. 3). 
However, it also raises the conundrum of offering only a limited range of ways of 
demonstrating critical literacy knowledge and skills. If there was less of an emphasis 
on writing genres of power, and a more balanced focus on Design and drawing on 
difference as resource for innovation, the teachers would not be limited to teaching 
how to ‘name the world’ (via critical literacy terms and SAE grammar), as important 
as this is. It would also mean more of a focus on ‘renaming the world’. Janks (2010) 
contends that this choice is an ethical one and has real consequences. Expressing 
critical literacy through expository and analytical writing alone sees EAL/D students 
denied the opportunity to bring their own funds of diverse knowledge to a design and 
redesign process, and teachers struggling to back fill writing knowledge and skills. 
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7.3.3 Dialogue/oracy  
The value of talk has long been acknowledged in EAL/ D teaching, and more 
specifically and recently in relation to critical literacy by Sandretto (2011) and Locke 
and Cleary (2011). 
Nobody ever holds back from giving their opinion if you’ve 
noticed…certainly in most lessons you will get lots of questions, comments 
from the kids. 
 (Margot, Interview 3, March 23, 2010) 
They enjoy the opportunity to talk about things. 
 (Celia, SVR Interview, April 16, 2010) 
They’re really into critiquing each other in a positive way. They’re able to 
help each other; you know, get ideas from each other. 
 (Riva, Interview 3, October 22, 2010) 
I think it’s really important for them not to be silenced and they can start to 
say things they’re thinking. I really try to encourage that. 
 (Riva, SVR Interview, November 18, 2010). 
The second time I got them to focus specifically on one aspect (of text 
constructedness) and I think that by doing that explicitly they can see how 
that aspect positions them and then when they hear everyone else talk about 
different aspects or contribute different aspects they will understand that 
they were positioned in the same way by something completely different… 
 (Lucas, Interview 2, October 5, 2010) 
Here, Lucas states that explicit instruction of grammar, vocabulary and genre 
structure, in combination with dialogue in class enabled his learners to see how they 
were being positioned by various aspects of text constructedness. The teachers also 
acknowledged that group work that involves sharing ideas is sometimes challenging: 
We have so many different nationalities, we have so many different 
backgrounds, we have so many different students that are at different levels 
of English language learning that group work isn’t always as effective 
depending on what you’re actually trying to achieve.  
 (Lucas, Interview 3, November 2, 2010) 
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I don’t do enough group work because it is slow and because there’s so 
much input required. 
 (Riva, Interview 3, October 22, 2010) 
7.3.4 Making extra time 
The perennial tyranny of time escapes very few teachers, especially those who 
teach learners who are chasing a moving target like language. Time was mentioned 
many times by the teachers as being crucial to success with critical literacy. 
They need time; time is probably the thing they need most because it is a 
second language for them and they do need support definitely. 
 (Celia, Interview 3, March 17, 2010) 
This particular class, I need to give them a little bit of extra time to arrive at 
an answer, whether it’s right or wrong. 
 (Lucas, SVR Interview, November 10, 2010) 
Well, I think they find them (the critical literacy lessons) very interesting. I 
try to pace my lessons so I give them time to process a question. I think I use 
a lot of questioning techniques and I stop and allow the text to sink in. 
 (Celia, Interview 1, February 8, 2010) 
…we’ve spent a lot of time talking about the concept of academic or formal 
language and making – how science – things which appear to be scientific 
can actually have greater credibility than just simply giving opinions. 
 (Margot, Interview 1, February 3, 2010) 
Just to finish what I was saying….there’s a lot of one on one. There’s a heap 
of one on one outside class, before class, lunchtime, afterschool. There’s 
massive one-on-one. Come and see me before school; come and see me after 
school… 
 (Riva, Interview 1, March 17, 2010) 
Where the teachers were not given time by the curriculum, they had to create it. 
Riva’s comment, in particular, shows the extent to which this aspect of their teaching 
goes.  Without utilising this extra time, they may not get the results they are able to 
achieve.  
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7.4 CONCLUSIONS 
Five competing and interconnected discourses were identified in the teachers 
talk: Deficit lack; Deficit need; Learner difference as a resource; General positive 
attributes including Capacity for CL; Difficulty with CL – linguistic, conceptual, and 
cultures of learning. The five discourses show that the teachers draw unconsciously 
on their unique communities’ resources for naming the world, “on the discourses that 
they inhabit” (Janks, 2010, p. 158). Their experience and pedagogy allows their 
words to choose them, rather than the other way around. 
In Fairclough’s view (2003), power refers to the capacity to control orders of 
discourse especially the means to exercise ideological control to achieve internal 
discursive harmony. Ideology is embedded in everyday practices, such as teaching 
(Gramsci, 1971). The analysis of teacher talk about their students reveals the 
capacity teachers have to influence the order of discourse in their field and to 
contribute to what is normalised about EAL/D students. 
In his explication of the dialectic nature of the discourse/social structure 
relationship, Fairclough (2001, 2003) also emphasises that while we are constrained 
by our subject positions, we are also enabled by them. Structures may be reproduced 
or modified, maintained or transformed by discourses. The teachers in this study, 
while constrained by structural aspects of context identified in Chapter 5, were also 
enabled by these to forge new ways of occupying subject positions, especially 
through their particular pedagogy. They also forged new ways of projecting their 
students’ subject positions. They did this by talking about their learners’ difference 
as a resource for learning, and their capacity for intellectually demanding critical 
literacy work. Teachers should be encouraged to exploit the ideological dilemmas 
between existing discourses (English, 2009) to manifest new combinations of 
discourses that position EAL/D learners more equitably.  
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Chapter 8: Conclusions 
This critical, instrumental case study has explored the understandings and 
practice of critical literacy as articulated by four teachers of EAL/D learners in senior 
high school classrooms in Australia. In doing so, it has provided analysis of 
empirical phenomena hitherto un-researched according to my extensive literature 
search and review. The research questions guiding this exploration focused on the 
teachers’ representations of critical literacy, as described in interviews and as enacted 
in the classroom; the teachers’ enactment of critical literacy as an aspect of senior 
English curriculum; and the ways the teachers positioned their particular EAL/D 
learners in relation to critical literacy. The study was informed by a view of language 
as social practice and Fairclough’s (2003) critical discourse analytical method in 
particular. It sought to understand: 
 the representations of critical literacy that the four teachers assembled and 
conveyed in times of shifting and contested curriculum policy, particularly 
in relation to critical literacy;  
 the ways they enacted critical literacy with learners for whom language 
and literacy pedagogy is often reduced to low-level thinking and an 
emphasis on basic skills (Locke & Cleary, 2011) without the intellectual 
rigour other learners receive (A. Luke, Cazden, et al. 2013);  
 and the ways in which they positioned their students for the intellectual 
and linguistic demands of critical literacy work in English, as the students’ 
additional language.  
In this final chapter, I present the contributions this research makes to 
knowledge and future practice. I highlight the following significant insights 
developed as a result of this research: key theoretical insights that have emerged 
from the findings; contributions the study has made to methods of analysis; practical 
implications for policy, teachers and professional development; limitations of this 
study; and finally directions for future research. 
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8.1 THEORETICAL CONTRIBUTIONS 
This thesis is a major, timely contribution to education research, as it 
documents teachers who are “straining at the boundaries” of understandings of 
critical literacy globally. It contributes to: 
understandings of education policy and how it represents critical literacy in 
various ways;  
understandings of EAL/D teachers’ conceptualisations of critical literacy; 
understandings of their situated practice of critical literacy within schools as 
places where EAL/D learners comprise sizable groups within the school population.  
Amid broader social debates about critical literacy allegedly undermining “basic” 
literacy skills; about critical literacy being “too difficult” for EAL/D learners; and the 
unhelpful dichotomy between critical literacy and aesthetics, this thesis provides 
fresh insights into how teachers  are committed to and make critical literacy possible 
for EAL/D learners, within certain conditions.  
 The theoretical framework allowed investigation into the way in which 
EAL/D teachers’ power over enacting critical literacy in times of increasingly 
conservative eduscapes is “won, exercised, sustained and lost in the course of social 
struggle” (Fairclough, 2001, p. 57). The findings suggest that despite continuous and 
rapid curriculum change in Australia and the efforts to diminish critical literacy, the 
four teachers in this study drew on understandings of critical literacy that featured in 
the English Senior Syllabus 2002 (QBSSSS, 2002), and continued to make critical 
literacy a feature in their teaching with EAL/D learners. The study showed how 
critical literacy, which has been largely dispensed with in current official syllabuses 
in Queensland, was interpreted and enacted by the teachers in two differing 
metropolitan high school contexts.  
In particular, the findings reveal the ways in which the teachers carried on with 
the struggle over meaning in order to recontextualise critical literacy in their 
classroom and school sites, amplifying and augmenting limited policy constructions 
of critical literacy (as seen in Chapter 5) in the process. These teachers were 
constrained by their subject positions. However, the dialectical nature of the 
discourse/social structure relationship means that they were also enabled by their 
subject positions as teachers. Actual events, such as teaching critical literacy with 
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EAL/D learners, are the outcome of the tension between pre-given structures and 
systems (e.g., policy frameworks) and agency on the part of the teachers. This 
‘enablement’ means teachers can reproduce and maintain, modify or transform 
structures by the discourses that they inhabit and employ. The discourses referred to 
in Chapter 1 – that EAL/D learners do not have the knowledge to undertake critical 
literacy, and that teachers find it too difficult to teach – were found to be modified by 
these four teachers for the following reasons: 
 their general commitment to critical literacy;  
 the orientations to critical literacy they embraced and demonstrated;  
 the particular critical literacy pedagogy they employed; and 
 the overarching, positive views they held about EAL/D learners, mixed 
with contradictory views against a background of limiting views of EAL/D 
learners.  
The findings confirm that critical literacy is highly and necessarily contingent 
(A. Luke, 2012; A. Luke & Dooley, 2011) as seen through the particular combination 
of orientations to critical literacy (Janks, 2010) these teachers were able to enact. 
Chapters 5 and 6 showed that for these teachers, Access to dominant codes is 
necessary for students to participate in mainstream life (Delpit, 1988; Janks, 2010). 
The teachers prioritised Access in their understandings and practice. This was 
followed by a strong focus on Domination or deconstructing texts to interrogate their 
constructedness and how the elements in their construction work together to position 
readers and viewers. Some elements of Diversity were evident, namely real-world 
texts such as YouTube documentaries, texts that represent students’ countries of 
origin, and the students’ own life experiences although evidence of this is 
intermittent in the data gathered. Transformative Design, as a crucially 
interdependent element in Janks’ (2010) synthesis model, was largely absent. Two of 
the four teachers also drew on some aspects of affect and emotionality to build their 
students understanding of critical literacy concepts. However, the study did not show 
that either teacher articulated a theoretical basis for including affect in their teaching. 
It was more a matter of intuitive response to demonstrating the power of the text at 
hand, for example Celia’s teaching of the speech task in which she spent most of the 
lesson time identifying formal aesthetic features and discussing their affective 
impact. The students had the opportunity to write their own political speech, 
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mobilising written aesthetic features for a cause. However, the task did not involve 
multimodal design and did not translate into moving beyond reasoned critique to 
transformative engagement where students could contribute to social change. This is 
a lost opportunity for EAL/D learners to explore, draw on and contribute their own 
rich diversity and associated design capacity in the classroom, and to have their own 
voices heard; both of which have the potential to counteract the frequent 
marginalisation experienced by EAL/D learners within schools.  
The particular configuration of orientations to critical literacy for these four 
teachers in this context was due to a number of reasons: the influence of the media 
debate about critical literacy and about national syllabus design; shifting syllabus 
constructions of critical literacy as well as syllabus requirements and limitations; lack 
of time and resources; limited professional development; and constraints on intra-
school relationships between teachers.  
Pedagogy that is widely expounded as beneficial to additional language 
learners was used in order to make critical literacy accessible to the learners in the 
two high school sites. This included: low degrees of abstraction in teacher talk; 
dialogic interaction; positive evaluations of student contributions; explicit concept 
and vocabulary teaching; exploring textual features – grammatical and aesthetic – 
and their purposes; as well as continuous and detailed scaffolding of writing, 
including Knowledge About Language.  
The EAL/D teachers in this study therefore demonstrate agentive action by 
“working consciously and strategically to resist and reconstruct a powerful rather 
than marginalised position for themselves” (Kettle, 2005, p. 48). They were able to 
suffuse their teaching of critical literacy with EAL/D pedagogic principles, including 
KAL, which enabled their learners to participate in the lessons and have a measure of 
success in assessment. This is significant as it “talks back to” the view that critical 
literacy, with its emphasis on investigating hidden assumptions and values in texts, is 
the culprit for decreasing the focus on the “basics” of language and literacy study – 
for example, spelling, grammar and punctuation (see Chapter 1). These teachers 
attended to these “old basics” as well as the “new basic” of critical literacy, 
concomitantly.  
The study also showed elements that were lacking in their understandings and 
pedagogy that are presented as important by models such as Sandretto’s (2011) and 
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Janks’ (2010). These were a focus on oracy and “voice” and Design/creativity, 
particularly in assessment. However, I suggest this is primarily to do with the 
constraints on the contents, relations and subjects in the discursive formation in 
which they work which prioritises particular discourse activities, for example, 
mandated assessment tasks that require analytical writing in Standard Australian 
English. It is also to do with limited time to provide much-needed Access to 
dominant language forms at the same time as Design. Access was a priority for these 
teachers. In addition, the teachers reported a lack of meaningful professional 
development around critical literacy and what it might involve for these teachers and 
their particular learners. Despite this ‘lack’, my study provides some evidence of 
emancipation, or “the process of separation from constraining modes of thinking or 
acting that limit perception of and action toward realising alternative possibilities” 
(Thomas, 1993, p. 4). The teachers’ modes of thinking about critical literacy and the 
modes of acting that arise from those modes of thinking constitute emancipation 
from the limiting array of constructions of critical literacy provided in official policy. 
This study also contributes to recent literature on student “deficit” and “the 
problem” of the linguistically and culturally “different” learner within intellectually-
challenging classrooms (Alford & Jetnikoff, 2011; Dooley, 2012; Gutierrez & 
Orellana, 2006a, 2006b; Hammond, 2008; Hammond, 2012). The dominant deficit 
discourse that surrounds EAL/D learners was present in the teachers’ talk but was 
disrupted by contestation among five discourses in their accounts about students, in 
particular the “difficulty with critical literacy” and the “capacity for critical literacy” 
discourses. The inclusion of a “learner difference as resource” discourse and the 
“capacity for critical literacy” discourse generated new ways of talking about EAL/D 
learners. However, this is an area that needs much attention in terms of practice, 
which I expand on in section 8.3.2. 
8.2 METHODOLOGICAL CONTRIBUTION 
8.2.1 Contribution to the body of CDA research 
Firstly, this study is a study of talk/interactional texts which were noted as 
lacking in CDA research by Lee and Otsuji (2009) at the time this study began. 
While more studies of interaction and spoken texts have appeared, Rogers and 
Schaenen (2013) note that there has been a swing back to analysis of written texts in 
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the 69 CDA studies they analysed. This study shows how discourse analysis needs to 
work together with other social scientific methods such as ethnography or case 
studies. By focussing on interview and classroom talk, this study gathered knowledge 
about the material aspects of the social practice in which the discourse is located, its 
social relationships and processes as well as the views, values and desires of its 
participants, in other words, “how the discourse works in relation to other things” 
(Chouliaraki & Fairclough, 1999, p. 62).  
Secondly, this study contributes to “high context” CDA studies (Rogers & 
Schaenen, 2013, p. 132) that deliberately counter the contention that CDA is 
predominantly context-stripped (Blommaert, 2005) analysing pieces of text in 
isolation. This study links the micro-linguistics of the participants to the institutional 
and social structures within which they act. Evidence for this “high context” is the 
range of appendices included as well as the rich descriptions of the school sites 
providing contextual information. It is also evident in the shunting between the 
micro, meso and macro levels of analysis in the data chapters, for example, the 
analysis of shifts in policy at the macro level and fine-grained analysis of individual 
teacher talk at the micro level. 
Taking context into account in this study is also significant given its deliberate 
inclusion of policy analysis (Chapter 5). It contributes to filling a gap in research 
related to the contextual factors shaping policy production and enactment, as Ball et 
al. (2012) argue: “…in much policy making and research the fact that policies are 
intimately shaped and influenced by school-specific factors which act as constraints, 
pressures and enablers of policy enactments tends to be neglected” (p. 19). 
Thirdly, CDA studies of high school literacy education are noted as clearly 
missing from the research literature (Rogers & Schaenen, 2013). Studies of this kind 
can shed light on broader social structures and processes that lead to inequitable 
outcomes for some adolescents within school systems. This study adds to this much-
needed area of focus as it draws deliberate, critical attention to policy as mechanisms 
of governance, and examination of how teachers involved in high school literacy 
teaching “talk back to” and enact such policy. 
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8.2.2 Contribution to analytic method by the combination of analytic tools 
While the project utilised a critical discourse analytical approach data, the 
precise form of the analysis varied according to the research question being 
addressed and the kind of data being analysed. This is displayed in Chapter 4, Figure 
4.4. 
Three contributions to CDA as analytic method have been made by this study: 
1. Inclusion of Gibbons’ (2003) application of mode-shifting in 
Recontextualistion analysis to ascertain degrees of abstraction in teacher–
student talk. This enabled me to identify the degrees of concreteness, as 
opposed to abstraction, in excerpts of typical classroom talk. Making 
abstract concepts concrete is important for contextualising concepts, for 
providing access to new information, and for scaffolding subsequent 
learning, especially for learners of additional languages.  
2. Viewing “orientations” to critical literacy teaching in terms of 
Fairclough’s (2003) language-meaning relations: Discourses (ways of 
representing), Genres (ways of acting) and Styles (ways of identifying). 
These relational groups combine dialectically to construct the particular 
orientations to teaching critical literacy. They encapsulate what it is for 
teachers to be oriented to something. This was demonstrated in Chapter 6.  
3. Foregrounding Halliday’s concept of “Circumstances” (as part of the 
experiential metafunction of language) enabled me to identify the 
contingencies of the deficit discourse in these teachers’ talk. For example, 
as discussed in Chapter 7, Circumstances (in italics) indicate the teachers’ 
awareness of the broader context of the students’ so-called “lack”, for 
instance: 
If they’ve missed out on education, … they haven’t developed conceptual 
understandings in the way that students brought up in Australia have 
developed conceptual understandings (Margot).  
This is useful as it enables analysis of statements in the teachers’ talk that shows the 
complex field within which they work and the “juggling act” they perform to 
navigate, and in some cases mitigate, the discourses that circumscribe it.  The power 
of foregrounding Circumstances in analysis of teacher talk contributes to the field of 
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education research as it can offer a more nuanced understanding of the discourses 
surrounding certain learner groups and their teachers.     
8.3 IMPLICATIONS FOR PRACTICE 
This study has provided rich evidence regarding teachers’ interpretations and 
practices of critical literacy in response to highly contested policy and political, 
curricula and institutional conditions in schools. It has demonstrated critical literacy 
classroom pedagogy as employed by four Queensland teachers of senior high school 
EAL/D learners specifically, and contributes to local and international discussion 
about the range of approaches to critical literacy able to be enacted in EAL/D 
education contexts. There are implications for practice to be derived in relation to 
policy production and interpretation, teaching and school-based planning, and 
professional development.  
8.3.1 Policy production and interpretation. 
The production of policy, in the form of syllabuses, has significant impact on 
what is subsequently offered within the classroom. As shown in this thesis, The 
English for ESL Learners Senior Syllabus (QSA, 2007 amended 2009) was hastily 
rewritten to align it more closely with the mainstream Senior English (QSA, 2008) 
syllabus removing aspects that EAL/D teachers had originally included in the first 
iteration of the syllabus (QSA, 2007). These aspects included a more robust 
understanding of and commitment to critical literacy. Moves such as this run the risk 
of EAL/D teacher expertise being ignored, despite caution by leading researchers in 
this field: “If EAL/D learners are to be included in educational policy and practice in 
any meaningful sense, EAL/D expertise must make its way into the mainstream 
educational discourse on its own terms and not be diluted, dissolved and lost in 
transit” (Harper & de Jong 2009, p. 148, my emphasis). Nevertheless, this is exactly 
what happened in Queensland in 2009. EAL/D expertise was diluted, dissolved and 
lost in transit. 
The implications of this study for designing senior English curriculum for 
EAL/D learners include:  
 ensuring consultation with teachers of senior EAL/D English remains 
throughout the process of drafting and amending syllabuses, including the 
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forthcoming Australian Curriculum framework which proposes a separate 
senior English course pathway for EAL/D learners; 
 trusting teachers’ “informed professionalism” (Schleicher, 2008). Teachers 
can be relied on with “low definition” in syllabuses (A. Luke, Woods & 
Weir, 2013, p. 7) on the proviso that they receive the professional 
information needed in order to make high quality, autonomous choices 
(see related Professional Development implications below); 
 providing more comprehensive definitions of critical literacy (e.g., Janks, 
2010; Lau, 2012) within policy that prioritise EAL/D learners’ needs and 
goals as well as those of mainstream English learners’ needs;  
 providing current, internationally-recognised definitions of critical literacy 
that include a clear focus on Design, Diversity (as well as Access and 
Domination), plus the critical aesthetic dimension; 
 allowing teachers flexibility so that various dimensions of critical literacy 
models, such as Janks’(2010), can come into focus at different times in 
curriculum while maintaining that the dimensions are interdependent;  
 providing greater acknowledgement of the co-constituitive nature of 
critical literacy with learners’ life experiences, and how, therefore, it can 
and should be enacted in different ways depending on the constitution of 
the cohort; 
 recognition that mandated senior EAL/D assessment instruments need to 
enable learners to respond with greater Diversity, seeing the learners’ 
‘different’ resources, including first languages, as normal and productive 
sources of innovation and legitimate ways to express knowledge. For 
example, problematising standard and non-standard varieties to investigate 
their power and functions in society, and drawing on home languages to 
explore and compare the meanings of concepts. 
 incorporating multi-modal Design learning experiences and Design-based 
assessment items that do not simply privilege written genres of power but 
a combination of modes (including oral language) that reflect the wide 
range of semiotic devices for making meaning in contemporary 
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communication, and the learners own literacies (where these exist) and 
languages. 
8.3.2 Teaching and school planning 
A range of implications for teaching arise from this study. In applying Janks’s 
(2010) Synthesis Model of Critical Literacy to the data, this study has shown how the 
four teachers wove together certain elements of the model. It highlighted what was 
accorded priority and why. It shows how teachers can positively afford elements of 
critical literacy in certain combinations, as summarised below.  
Regarding Access, the study revealed the particular significance of attending to 
critical literacy concepts, whole genres (e.g., essay models) and sentence level 
writing, simultaneously, to enable EAL/D learners to express critical ideas. The 
teachers’ practice provides some insights into how teachers can address the 
metalinguistic demands of critical literacy, which Hammond and Macken-Horarik 
drew attention to in 1999, and which Locke (2010) suggests remains unresolved and 
widespread in the Anglophile world. This study has provided examples of pedagogy 
that enable some EAL/D learners to produce writing that expresses complex, critical 
literacy concepts.  
The gaps identified in the range of critical literacy affordances (Chapter 6, 
section 6.4 are an invitation for teachers to seek ways to offer a greater representation 
of each of the orientations in curriculum and in practice. At the very least, there is 
potential for written critical literacy responses generated by EAL/D students to be 
publicly distributed to give these students “voice” and to thereby aid in the 
dissipation of inequitable dominant discourses. For example, once critical writing is 
mastered through Knowledge About Language (KAL) and genre pedagogy, student 
writing can be published in class magazines, in library displays, on school wikis and 
other multimodal means so that their voices become more highly visible and more 
widely circulated. At a more demanding but nonetheless necessary level, the gaps in 
what was afforded are also an invitation for teachers to consider including more 
multimodal Design elements in their classroom tasks and assessment tasks. For 
example, converting purely written assessment tasks, such as Celia’s written 
hortatory speech, to multimodal tasks including oral delivery and other diverse visual 
semiotic modes; or documentary making that draws on key critical literacy concepts 
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of positionality and representation that involves diverse points of view and 
experiences, and includes Access to written codes via scripting and expository 
writing.  
It also invites teachers to develop more diverse learning processes, drawing on 
student Diversity that also develops important Access knowledge. As stated in the 
Australian Curriculum (see Chapter 2) “EAL/D students (and all students) bring a 
range of cultural and linguistic resources with them into Australian classrooms. 
These resources can be … shared in the classroom for the benefit of all students; 
when the curriculum directs teachers to consider cultural and linguistic knowledge 
and attitudes, teachers should look first to the students in their classrooms to make 
use of the cultural and linguistic resources already present” (ACARA, 2013b). 
Projecting forward to the enactment of the forthcoming Australian Curriculum I 
suggest a key implication of this study for all teachers: that they can learn from the 
EAL/D teachers in this study who demonstrate ‘positioning competence’ (Dooley, 
2011). This allowed the teachers here to enact pedagogy (to an extent due to 
constraints) that draws on aspects of learner difference as a resource, and positions 
them in ways that begin to disrupt damaging deficit views.  
8.3.3 Professional Development  
This study has provided evidence which can inform professional development 
for EAL/D teachers regarding critical literacy in current educational contexts, 
particularly in relation to the current, local English for ESL Learners Senior Syllabus 
(QSA, 2007 amended 2009), and the yet-to-be implemented national Australian 
Curriculum: English for EAL/D Learners Syllabus (ACARA, 2013). The study found 
that the teachers predominantly drew on approaches to critical literacy that were not 
keeping abreast of critical literacy as it is currently understood in the international 
literature, for example critical aesthetics and transformative design. The professional 
development that was provided for these teachers centred on the 2002 version of the 
mainstream English syllabus, and was not aimed at teaching EAL/D learners 
specifically.  
In-service Professional Development for EAL/D teachers could include: 
 Developing greater knowledge of the ways in which aspects of higher 
order thinking and creative design can be achieved through critical 
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literacy. This would address a key cross-curricular General Capability 
embedded in the Australian Curriculum (ACARA, 2012): Critical and 
Creative Thinking. 
 Demonstrations of foundational elements of critical literacy models such 
as Janks’ (2010) and discussions of its applicability, or otherwise, in 
various and particular local contexts. This could include showing how 
critical literacy makes learning grammar meaningful. 
 A workshop series, over time, to show how teachers (such as those in this 
study) address the metalinguistic demands of critical literacy in order to 
provide better Access, in particular written expository and analytical texts. 
 A workshop series that generates new assessment tasks that also build in 
Diversity and Design elements to complement the already existing Access 
and Domination elements. 
 A workshop series that show how aesthetic appreciation of textual 
features, especially literary, can be coupled with deconstruction to show 
the ideological power of emotive language and the interests they serve.  
 Action research projects between teachers and researchers to explore new 
ways of teaching critical literacy with EAL/D learners, in a range of 
contexts, and to promote reflective practice.  
Finally, the inclusion of all of the above in pre-service teacher education 
programs is also necessary. This is a topical space in education currently and I intend 
to publish further (See Alford, 2001; Alford & Jetnikoff, 2011), and provide in-
service and pre-service teacher professional development programs based on this 
research.  
8.4 LIMITATIONS 
This study has certain limitations which need to be acknowledged. Only four 
teachers’ knowledge and practice in two specific state education sites is documented 
and analysed. This does not allow generalisability, however Simons (2009) argues 
that exploring multiple cases as I have done, can identify common issues in each case 
and also the points of difference, thus enabling the derivation of some general 
propositions across all cases, remembering that “meaning is grounded in (the) 
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particular cases” (Simons, 2009, p. 164). Teachers in similar contexts may be able to 
draw parallels and identify divergence with their own.  
Methods of qualitative research design and analysis foreground and eclipse 
certain things, for example, ‘recontextualisation’ as a method of analysis can never 
reveal everything about what is included and what is left out due to the imperfect and 
socially-constructed nature of data collection. However, the data that were gathered 
under these conditions indicate key inclusions and exclusions that can inform 
practice. Qualitative inquiry provides rich, comprehensive and textured data that 
reveals consistencies as well as contradictions. Using Janks’ (2000, 2010) synthesis 
model as an explanatory framework proved useful on its own terms, and also because 
it allows my study to converse with other researchers who are drawing on it to 
explain how teachers are working in other global contexts, for example, Lau (2013) 
in Canada, and Harison (2008) in New Zealand, and Janks herself in South Africa. 
Interpretations, though, are therefore regulated by the lens of Janks’ framework and 
are not fully inclusive of other frameworks such as Sandretto’s (2011) although 
Sandretto’s work was drawn on within the scope of the study and the reporting of it.  
My own researcher /teacher educator positionality influences my interpretation. 
This is factored into the analysis through the meso-level of CDA and is also 
accounted for by recognising that data are not ‘out there to be discovered’ (Atkinson, 
1992) but socially constructed through the process of talking with and observing 
participants in their contexts. 
Finally, dialogue with participants, who are busy teachers, especially during 
participant validation was logistically problematic. Reading reports and 
transcriptions is time consuming for teachers. Despite the teachers’ busyness, I had 
contact with participants via email post data collection that provided participant 
validation (see Appendix D). 
8.5 FUTURE DIRECTIONS 
Based on this study, I propose that future research into critical literacy with 
EAL/D learners in senior high school would benefit from the following key areas: 
1. Exploring ways to make space for all four interdependent dimensions of 
critical literacy –Access, Domination, Diversity and Design - in the forth-
coming senior English curriculum (ACARA). Finding ways to augment 
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the existing focus on Access and Domination with EAL/D learners in 
Australian schools with Diversity and Design dimensions will provide 
evidence-based possibilities from which teachers and policy-makers can 
learn. 
2. Research into using critical literacy multimodal Design tasks with EAL/D 
learners that also, concurrently, allow Access to genres of power such as 
written, analytical texts. Design tasks allow dominant forms to be 
recognised for their power and also reimagined and reconstructed 
creatively using multiple semiotic systems. Research into pedagogy that 
pushes creative boundaries while also provided access to language forms 
necessary for participation in powerful areas of social life is needed. 
3. Research into the role critical literacy can play in developing creative and 
critical thinking. Both creative and critical thinking are considered general 
capabilities necessary for all learners engaging in 21st century life by the 
national curriculum in Australia (ACARA, 2012). Critical literacy, 
incorporating creative Design elements and drawing on diverse learners’ 
life worlds, provides an ideal avenue for both creativity and criticality to 
be developed. Research into how critical literacy can integrate reason and 
imagination can provide exemplars that can be adapted by teachers for 
different contexts. 
4. Exploring more fully the relationship between KAL and critical literacy. It 
is essential to research and document what EAL/D teachers know about 
KAL in relation to critical literacy writing tasks in particular. This will 
help students to be able to write the critical thoughts they have, and it will 
also show how the teaching of KAL and critical literacy are not mutually 
exclusive. This will go some way toward counteracting the ill-informed 
views often expressed by conservative commentators in the media, and to 
providing support for non-EAL/D trained teachers teaching critical literacy 
with EAL/D learners. 
5. The “territory beyond reason” (Janks, 2010) is an area toward which 
critical literacy is turning its focus internationally (Benesch, 2012; Lau, 
2013; Misson, 2012; Misson & Morgan, 2006). This study identified a 
small focus on emotionality and critical aesthetics within critical literacy. 
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Janks notes that this “confronts the profoundly rationalist underpinnings of 
critical literacy” (p. 211) and is currently beyond the limits of her synthesis 
model. It is important to address this area so as to avoid the recently 
identified problematic disjunction between critical deconstruction and 
affective engagement with texts. Rationalist critical literacy allows us to 
see the “powerful interests at work, but it robs us of laughter and play” 
(Janks, 2010, p. 219). Lack of investment and emotionality can also mean 
that the emancipatory goals of critical literacy are not realised. More 
research into critical literacy and the territory beyond reason is needed in 
order to more definitively determine the knowledge EAL/D teachers have 
of critical aesthetics, if at all, and the ways they do and could enact it. 
The impetus for this study was the “hornet’s nest” of frustration about critical 
literacy I disturbed at a professional development workshop for EAL/D teachers a 
decade ago. Amid polemical, public debate about literacy agendas, waning direction 
in policy frameworks and limited professional development, the study shows how 
four such teachers demonstrated ways to reconcile the teaching of dominant 
functional language and literacy approaches, with the critical for senior high school 
EAL/D learners. The affordances and disproportions identified in their overall 
orientations to critical literacy provide the incentive for looking ahead, to balance 
what is currently being done with other approaches, for example Design and Re-
design, and new practices currently extending the boundaries of critical literacy – 
emotion and “critical aesthetics”. It also provides the stimulus for all teachers to take 
seriously the words of teachers like Margot. Because of her daily experiences 
teaching EAL/D learners who are often designated as deficient, she is able to 
categorically declare: “Well, hang on, they’re actually much better than that!” 
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Appendix B 
Interview question schedule 
Interview no. Questions/topics Relationship to 
RQs 
 
1. At 
beginning of term 
before first lesson is 
video recorded 
 
 
 
 
 
 
 
 
 
 
 
 
a. What is critical literacy/critical literacy?  
b. How does critical literacy differ from critical reading and 
from critical thinking?  
c. What does it involve for you? What does it involve for your 
learners?  
d. How does critical literacy differ from other approaches to 
language study? 
e. Where did you get your understandings about critical 
literacy from?(if not forthcoming, prompt) Syllabi? Study? 
Colleagues? PD? Conferences? Media? Other? 
f. What do you think of the term ‘critical literacy’? Why?  
g. What role do the syllabus documents play in your 
understanding of critical literacy?  
h. Do you think the ESL syllabus has a similar or different 
critical approach to that of the mainstream senior English 
syllabus? How? Why? 
i. What do you think teachers need to be aware of when using 
critical literacy with EAL/D learners? 
 
 
 
 
 
 
 
 
 
RQ 1 
 
 
a. Describe how you typically teach a class using critical 
literacy? Can you list the components? Give reasons  
b. Let’s discuss one of your lesson plans. What are the 
‘critical’ components in the lesson? How do you see these 
reflecting the understandings we talked about earlier? 
 
 
RQ 2 
 
a. How do you feel when teaching critical literacy? 
b. How do your EAL/D learners respond to a critical 
approach? 
c. Why? [Draw out comments on particular students].  
d. Which students do you think will succeed in the critical 
tasks and why? 
 
 
RQ 3 
2. Mid-way through 
the term/unit after at 
least one lesson has 
been video recorded  
 
And 
 
3.At end of term/unit 
 
a. Recall the critical literacy lessons. Describe how you 
taught the lessons using critical literacy? 
b. Let’s discuss the lesson plans. What were the ‘critical’ 
components in the lesson?  
c. What does it involve for you? What does it involve for 
your learners?  
 
d. How do you think the students handled the critical literacy 
focus of the lessons?  
Discuss particular activities/ students.  
e. Were there any particular interactions with students 
that were significant in terms of critical  literacy?* 
What happened? Why do you think this happened? 
f. Would you change anything for next time? 
g. Are you understandings of critical literacy changing? If so, 
how? 
 
 
 
RQ 2 
 
 
 
 
 
 
RQ3 
 
 
 
RQ1 
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Appendix C 
(i) Themes and codes identified inductively across the data 
Themes and sub-themes Code Explanation 
Teachers reasons for using a critical literacy approach 
 Social Justice 
 
REAS Soc 
Just 
Critical Literacy is important as it allows students to 
see the wider context – e.g., why the media tells you 
things in a particular way. 
Understanding about language REAS Und 
Lang 
Critical Literacy can help students learn about 
operational language – textual choices; awareness 
of text. 
Understanding about power REAS Und 
Pow 
Understanding how texts exert power. 
Learning about culture REAS Learn 
Cult 
Learning about Australian culture and reflecting on 
own culture. 
Improving academic writing REAS Acad 
Writ 
To improve academic writing ability for tertiary 
study purposes. 
Empowerment REAS 
Empow 
To empower students to make own informed 
choices based on critical understanding. 
Higher Order Thinking 
 
REAS HOT Critical Literacy provides a way to deepen cognition. 
Appreciation of language REAS Apprec Enjoyment of language as a means of expression- 
emotional response. 
Engagement with text REAS Eng Critical Literacy engages students in reading at 
different levels. 
Teacher knowledge about Critical Literacy (What constitutes Critical Literacy?) 
Awareness of constructedness 
of texts 
KNOW 
Aware 
Texts are constructed and partial. Not to be 
accepted at face value. 
Power in texts KNOW 
Power 
Texts reflect and construct power relations and 
position readers. 
Key terms used/taught KNOW Key 
Terms 
Key terms teachers use to refer to Critical Literacy 
e.g., foregrounding, gaps and silences, 
marginalisation, point of view, representations, 
readings – invited, resistant; binary oppositions; 
[Discourse in Year 12]. 
Compared to other approaches KNOW Comp  
Assessment 
Items ASS Item See table in Ch 5. 
Cognition (level of) ASS Cog Evaluative tasks, not just recall. 
Issues ASS Iss syllabus driven standards – exit criteria; intellectual 
demands; huge amount of marking. 
Practice around assessment ASS Prac Looking at task requirements and rubrics in class; 
questioning task demands; models 
Practice of teaching Critical Literacy  
(as reported and in videos) 
Needs-based PRAC Needs Students’ needs vary and so lessons can’t always be 
executed as they are planned. Contingent teaching. 
Staging of Critical Literacy 
concepts 
PRAC Stag 
Con 
Order of Critical Literacy concepts taught.  
Learning experiences 
chosen/used 
PRAC 
Learning Exp 
Learning experiences chosen from the options in 
the syllabus document.  
Reading PRAC Read Teaching vocab in context as reading; identifying 
ideas behind the words.  
Teaching grammar   PRAC 
Gramm 
Direct instruction of grammar at clause level; 
plus less direct ‘noticing’ of language features 
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through questioning (Celia) – both Functional and 
Traditional Grammar. 
 Modelling genre PRAC Mod Access to generic structure and key language 
features; diagnostic paragraph writing (e.g. intro); 
joint construction. 
 BGK/schema building PRAC BKG Building background knowledge – topic depth 
development; explanatory teacher talk; context 
building – time and place of texts. 
 Talk – Oral/aural  
 
PRAC Talk Drawing on oral/aural skills; questioning; 
discussions; Reading aloud. Comparing and 
contrasting the language used in several texts (e.g., 
speeches); teacher talk. 
 “Concrete stuff” PRAC Conc Acting out; showing realia/scenes from 
movies/visuals; brainstorms; anecdotes. 
Continuous writing PRAC Cont 
Writ 
Writing early, even in small bits and pieces and 
getting feedback; the conscious shaping of ideas; 
note-taking.  
  Practice challenges:  
Time PRAC Chall 
Time 
Short school terms; disruptions to schedule; time 
available for developing Cognitive Academic 
Language Proficiency (CALP). 
Students’ cultural backgrounds PRAC 
ChallSCB 
The variety of cultural backgrounds poses 
challenges. 
Choosing texts PRAC 
ChallCT 
Deciding which texts to focus on with wide range of 
cultural and linguistic diversity. 
Discourse as a concept PRAC 
ChallDisc 
The Critical Literacy concept of Discourse is abstract 
and complex to teach and learn. 
Critical analysis of 
representation of an 
issue 
PRAC Chall 
Issue vs Rep 
Getting students to separate the issue from the 
representation of the issue (subtlety in cognitive 
area). 
Students are at particular points 
on the L2 learning scale   
PRAC Chall 
Lang 
Students haven’t got the sophisticated language to 
express critical literacy thoughts/ideas. 
 Pace PRAC Chall 
Pace 
Overload of concepts in a short space of time. 
 Class size PRAC Chall 
CS 
Larger classes inhibit productive talk. 
 ‘Reluctant’ talkers PRAC Chall 
Talk 
Students who won’t talk. 
Relationships   
External power relations REL Ext Relations with QSA, and moderation panels outside 
school context and PD 
Internal power relations – Staff  REL Int staff Relations with admin and other staff e.g., English 
staff 
Internal power relations – 
Students 
REL Int Stud Relations with students – in and out of class 
Professional dev’t in Critical Literacy 
 University Study PROF DEV 
Uni 
The teacher undertook tertiary studies that 
included critical literacy theory 
 Self PROF DEV 
Self 
The teacher read material on Critical Literacy in 
their own time.  
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(ii) Leximancer analysis sample 
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 Appendix D    Participant validation email responses 
 
 
Participant 1. Celia: 
“I have put the transcripts onto my home computer and have started reading them – 
can't believe I had so much to say about crit lit! ...Eventually I'll let you know if you 
should change some things and will give you exact instructions.”  [email from Celia 
Oct 22, 2010) 
 
“I think I glanced at the transcripts when you sent them to me, but I'm not sure where 
they would be now. I think I'm OK with everything, don't think there would be 
anything to worry about. I remember mentioning my son I think, please change his 
name or leave that out unless whatever I said you really need”. [email from Celia 
Nov 17, 2011) 
 
Participant 2. Margot: 
 “Everything fine so far!  I had a quick look at the transcripts – I have two interviews 
in Word format and one other file – is that right?”  [email from Margot Oct 13, 
2010) 
“Sorry haven’t checked my scripts further. Go ahead with them .... I lost the scripts 
when I changed school and I can't quite get my head around them now.” (email 
Margot 6/12/2011) 
 
Participant 3. Riva: 
Riva provided me with quite detailed track changes on the 3 interview transcripts 
(Dec 2011). 
 
Participant 4. Lucas. Oral communication indicated he was happy for me to use 
whatever data I captured (March, 2012). 
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Appendix E 
Transcription style 
 
Taken from Hutchby, I., & Wooffitt, R. (1998). Conversation Analysis: Principles, 
practices and applications. Cambridge: Polity Press. 
 
(2.0)       The number in the brackets indicates the time gap in seconds.  
 
(.)           A dot enclosed in a bracket indicates a pause in the talk of less than two- 
              tenths of a second. 
 
[  ]         Square brackets between adjacent lines of concurrent speech indicate the 
              end and onset of a section of overlapping talk. 
 
(unclear)  ‘Unclear’ in parenthesis indicates the presence of an unclear fragment  
                  of talk in the recording. 
 
(guess)   The words within a single bracket indicate the researcher’s best guess  
               at what was said. 
 
               Pointed arrows indicate a marked rising and falling intonation shift.  
                They are placed immediately before the onset of the shift. 
 
LOUD    Words in capital letters mark a section of speech which is noticeably  
               louder that that surrounding it.  
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Appendix F 
Models of English teaching 
 
Models of English teaching. (from Thomson, J. (2004). Post-Dartmouth developments in English 
teaching in Australia. In W. Sawyer and E. Gold. Reviewing English in the 21st Century. Melbourne: 
Phoenix Education.) 
 
 Model Features 
Cultural Heritage 
Model 
 
Knowledge of cultural heritage so far including history that has shaped 
culture e.g. industrial relations history. But there is a need to be aware 
that any single historical account is problematic – has gaps and 
silences. 
Language Skills 
Models 
 
 From …transmission ‘back to basics’ skills instruction out of context 
to...’language in use’ (Doughty, 1973) – teaching language skills in 
social context, e.g., functions, genre through.to critical literacy 
(discourses). 
Personal Growth 
Model (from 
Dixon,1967) 
Pleasure and enjoyment in reading values of beauty and ethics. 
Personal Growth is now extended to include understanding the 
historical, cultural and political ideological contexts in which growth 
takes place – personal and social aspects are seen to be interdependent 
and dialectic in their relationship. 
  Cultural Studies or 
Textuality Model 
Enlarged range of texts – not just canon/transactional; re-read and re-
write texts (as social practice); use pop entertainment, political 
speeches; poems, novels and multimedia texts – high, pop and mass 
culture can be drawn on. 
 
  
334  Conceptualisation and enactment of critical literacy for senior high school EAL learners 
Appendix G 
Overview of Year 11 topics and key assessment at Riverdale High
24
  
Term 
Topic Key Assessment Teachers’ rationale 
for inclusion at this 
stage (gleaned from 
the interviews) 
Model of English 
teaching in focus 
(Thomson, 2004) 
1 
 
 
Language of 
Academic 
Learning 
 
Analytical report on 
an aspect of their own 
language learning. 
Research-based. 
Supports language 
across the curriculum 
– other subjects do 
analytical reports as 
well e.g., Science & 
Business; 
Teaches research skills 
which is an identified 
area of weakness 
across the curriculum 
at this school; 
 
Language skills – 
functional/genre 
pedagogy. 
2 
Literature: Drama 
– ‘Who’s afraid of 
Virginia Woolf” 
by Edward Albee 
or ‘A Man for All 
Seasons’ by 
Robert Bolt. 
Personal reflective 
story on a theme from 
the play. 
 Cultural Heritage 
Personal Growth 
3 
 
 
Literature: Poetry 
 
Expressive 
performance of poem 
with rationale for 
performance choices.  
 
‘Preparation’ for 
critical literacy – 
concepts of 
representations and 
positioning are 
included. 
Personal Growth;  
Language skills – 
genre pedagogy; 
Some critical literacy 
concepts. 
 
4 
 
Data 
collection 
for this 
study was 
conducted 
during this 
term 
 
 
Media: 
Documentary 
analysis using 
Critical Literacy 
See Appendix H 
below for further 
elaboration on this 
unit 
 
i. Analytical 
exposition of the 
ways in which a 
documentary has been 
constructed. Exam 
conditions to unseen 
qstn. 
600 wds. 
 
ii. Feature article 
profiling a person of 
interest 600-800 wds 
 
Important for year 12 
when they do more 
critical literacy. If they 
do critical literacy in 
the final term in Year 
11, they might 
remember things in 
Year 12. Critical 
literacy is not done 
earlier at this school as 
students are not 
considered ready for it. 
They need other 
modes of critical 
inquiry to prepare 
them for critical 
literacy, e.g., poetry 
assignment. 
 
Critical literacy; 
Language Skills – 
genre pedagogy. 
  
                                                 
 
24 The information in this overview was gathered from interviews and documents. Despite repeated 
requests for an official senior school ESL work program, none was provided. 
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Appendix H 
Beacon High Year 11 Language of the Media Unit Outline and Riverdale High 
Year 11 Language of the Media Unit Outline 
Beacon High:
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Riverdale High: 
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Appendix I 
Sentences for joint construction from Riva’s lesson 
 
 
 
338  Conceptualisation and enactment of critical literacy for senior high school EAL learners 
Appendix J 
Frequency of terms used indicating an Access Orientation 
Frequency of terms used indicating an Access Orientation (Janks, 2010) 
to critical literacy in the 4 teachers’ interviews and classroom  talk. 
(16 interviews; 12 lessons across two school terms). 
   
   
   
   
   
   
   
   
   
   
   
   
   
   
   
   
   
   
   
   
   
  S
ite
 1
 B
ea
co
n 
H
ig
h 
S
ch
oo
l  
 
      ‘genre’ ‘model’ ‘essay’     other  term  
T 1 Margot:  
Int 1 
5 2 7 ‘report’ x 3 
 
  
Int 2 13 6 4 ‘report’ x 10 
Int 3 3 0 7 ‘report’ x 5 
SVR interview 3 1 0 ‘report’ x 3 
Lesson 1 0 0 1 - 
Lesson 2 1 3 2 ‘report’ x 10 
Lesson 3- 
Consultations with 
individual students 
0 0 0 ‘report’ x 6 
Total: 25 12 21 37 = 95 
T 2 Celia:      
Int 1 
7 3 2 - 
 
 
 
Int 2 0 1 0 - 
Int 3 3 10 1 
15 x ‘political 
speech’ 
SVR Int 0 0 0 
2 x ‘radio script’ 
12 x ‘Macbeth’ 
6x ‘an oral’ 
Lesson 1 0 0 0 
‘story’ x 95 
‘short story’ x 2 
Lesson 2 1 0 0 54 x ‘speech’ 
Lesson 3 0 0 0 
3 x Macbeth 
1 x ‘an oral’ 
Total: 10 14 3 190 = 217 
   
   
   
   
   
   
   
   
   
   
   
   
S
ite
 2
 R
iv
er
da
le
 H
ig
h 
S
ch
oo
l 
T 3 Riva:      
Int 1 
7 1 0 8 x ‘report’ 
 
 
Int  2 0 1 2 
1 x ‘expository 
writing’ 
Int 3 3 0 6 
1 x ‘critical analysis’ 
(as text type) 
SVR Int 0 0 5 - 
Lesson 1 0 0 2 7 x ‘documentary’ 
Lesson 2 0 0 2 16 x ‘documentary’ 
Lesson 3    - 
Total: 10 2 17 33 = 62 
T 4 Lucas:   
Int 1 
9 0 3 
3 x ‘report’ 
6 x ‘documentary’ 
 
 
 
 
 
Int 2 4 3 0 2 x ‘report’ 
Int 3 0 2 8 - 
SVR Int 1 26 25 
22 x ‘documentary’ 
7 x ‘reproduce’  
(the genre) 
Lesson 1 0 0 0 17 x documentary 
Lesson 2 0 14 14 
28 x documentary* 
1 x ‘reproduce’  
Lesson 3 0 2 28 
8 x documentary 
1 x ‘reproduce’ 
Total: 14 47 78 95 = 234 
     TOTAL 
608 instances across 
the data from all 4 
teachers. 
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Appendix K 
Sample SFL Transitivity analyses 
The format for displaying the analysis is from Butt et al. (2012). Data are on the top 
line. Analysis is in the boxes below each element in the clause, as indicated by the 
arrows in the first line only. Aspects that are not part of transitivity are marked with 
an x and are not analysed here. Words such as fillers are not analysed. Words in 
parenthesis are ellipsed, that is, not stated but assumed. Two samples are provided. 
                   Transitivity analysis of Margot extract 1. 
   I                guess            critical literacy          is                         understanding        
                               not just what the text 
                                    is about  
           
Partic: 
Sensor 
 Pro:Mental Partic:Token  
(projected clause) 
Pro: Relational  
Identifying 
  Partic: Value 
 
but, um, well         it                            is                        understanding what the text    
            is about , 
 
     x Partic:Token     Pro: Rel. Id         Partic: Value 
 
but         (it)                       (is)              understanding why that text is about that ,       I 
 Partic:Token Pro:Rel:Id                    Partic: Value Partic:Sensor 
 
   guess,                        it                           sounds                                  a bit subversive 
Pro:Mental Partic:Carrier Proc: Relational Attributive Partic:Attribute 
 
if        you                          start talking                        about hidden  messages    
x Partic:Actor         Pro:Material Circ:Matter 
 
 But, um         (it)                       (is)          understanding why things have   
                                been written in the way they’ve been written
                            
um and    I                           guess          you know       for teenagers in particular  
x  Partic:Sensor Pro:Mental x Partic:Phenomenon 
 
they                               tend to take                everything at face value,  
Partic:Actor Pro:Material Partic:Range 
 
 
to (just) accept                              that because they've read it somewhere it's true,  
Pro:Mental :cognition Partic: Phenomenon (embedded clause) 
 
  x   Partic:Token     Pro: Rel Id Partic: Value 
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whereas        it  (critical literacy)     ‘s              just              developing that more 
                      critical way of looking at text, 
                           whatever they may be.  
 
    x Partic:Token        Pro: Rel Id   x Partic: Value 
 
So         that,              to me,              is                               critical literacy,  
 
 
 (it)          is,        I       guess,           opening (them) up to understanding 
                                                                                            that it's not just about  seeing what's in front of  
you but seeing where it fits into a wider 
context, where it fits into you know our 
society or that particular society.  
 
and              thus              (they)                    (are)  becoming            more empowered. 
 
         
         I                                    like                        that word empowered.  
                   
JA: So in what way do you think they're empowered by critical literacy? 
 
Because        it               allows            them                 to understand if they're                
                    being manipulated,        I guess.  
x Partic: 
Actor  
Pro: Mat Partic: 
Goal 
Proc:Material Sensor/Mental 
 
Um,      it                      allows           them                 to see             that if you KNOW  
                                                                                                          why somebody is 
                                                                                                      saying something in a 
                                                                                                          particular way, 
 
it                   does help         you                to UNDERSTAND      the issue      more  
                                                                                                                           deeply.  
   
  
 
 
 
x Partic: Value x Pro: Rel Id Partic:Token 
Partic 
Token 
Pro: 
Rel Id 
               x Partic: Value 
x      x  Partic:Carrier Proc: Rel: Attributive Partic:Attribute 
Partic:Sensor Pro:Mental      Partic:Phenomenon 
x Partic:Phenom Pro:Mental Partic:Sensor                        Pro: Mental Partic:Phenom (Interrupting 
clause acting as nominal group) 
Partic:Actor Pro:Material Partic:Benefic Pro:Mental Partic:Phenom Circ:Manner:Comp 
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I                     guess                  it                   's              a matter of (you know, like, for  
                                                                                       them) THINKING more    
                                                                                       deeply about what are the  
                     agents   (you know like,   
        how things..) 
 
     
that whole empowering business,      I         guess,         is           understanding    
                                           how society works, how 
                     INSTITUTIONS work.  
 
 
 (It)                    (is)                   Understanding the RIGHTS that THEY have,  
 
Partic:Token Pro:Rel:Id     Partic:Value 
 
(I guess, because it's very easy – I guess)  
 
the thing             is                       if      you                DON’T have        any knowledge  
Partic:  
Token 
 
Proc: Rel Id 
x Partic:Carr: 
Possessor 
Proc:Rel:Attrib Partic:Attrib:Possessed 
 
you            accept         everything                   at face value, 
 
Partic:Sensor Proc:Mental Partic:Phenomenon Circumstance:Manner 
 
It               's               very  easy    (for) you        to be controlled        BY  
                                                                                                            individuals,  
         institutions.  
 
(You know)              you                     become                         disempowered.  
 
x Partic: Carr Proc:Rel:Attrib Partic:Attribute 
 
 
So      I                    think                              it's about THEIR DEVELOPMENT as 
              an individual and where they fit 
                                           into our society    
x 
x 
Partic:Sensor Pro:Mental  Projected clause containing Partic: Token (‘it’ or 
critical literacy) and Pro:Rel: Id. (‘is’) and 
Partic:Value (‘about their development…’) . 
 
 
Partic:Sensor Pro:Mental Partic:Token Pro:Rel Id Partic:Value 
  Partic:Token   Partic: 
Sensor                  
Pro:Me
ntal
Pro: 
Rel: Id 
Partic:Value 
Partic: 
Carr 
Proc:Rel:  
Attrib 
Partic:  
Attrib 
Partic: 
Actor 
Proc:Material Circumstance: 
Manner 
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  Transitivity analysis of Lucas excerpt 1 
 
With regards to this documentary                    
      and the next couple,                                    we            give                   them 
Circ:Contingency Partic:Actor Pro:Mat Partic:Beneficiary 
 
a lot of terminology  and     we              unpack          some of the terminology   
                                                                                     that they are going to be  
                                                                                            hit with.  
 
Partic: Range     x Partic:Actor     Proc:Mat Partic:Range 
 
We               also       give                                         them, (the first thing that we give 
                                                                                                     them are) 
 
Partic:Actor x Proc:Material Partic:Beneficiary 
 
 cloze exercises that have those words missing but have the sentence starters.  
 
                                                       Partic:Range 
 
and  (we) show           them                      this is how we want you to talk about the   
                                                                      documentary. 
                                                                                          
x Proc:Mat Partic:Beneficiary Part:Range  
 
We                 might       give                them                  a few topic sentences         and  
 
Partic:Actor Pro:Mat 
(w. modality) 
Partic:Beneficiary Partic:Range     x 
 
(we)              see                        what they come up with after that.  
 
We                scaffold              them                 with regards to the requirements of an  
                                                                          essay, their introductory sentence their  
                                                                         thesis, their preview, everything that  
                                                                             has to do with the genre.   
    
 
  
Pro:Material Partic:Goal 
Partic:Actor                                                          Proc:Mat Partic:Beneficiary    Circ:Contingency 
Appendices 343 
Appendix L 
Year 12 task sheet – Celia’s lesson 
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Appendix M 
Margot Lesson 2 handout 
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Appendix N 
Lucas’ “A Standard” Analytical Exposition Model 
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Appendix O 
Descriptors for the Developing level of language in the ACARA EAL/D 
Learning Progression (ACARA, 2012) document 
WRITING Years 7-10: 
General 
description of 
learners at this 
level: 
 
“Learners at the beginning of this phase write independently for a range of 
classroom purposes with varying grammatical accuracy. They still exhibit first 
language influence in text and language structure. In this phase, they begin to 
produce a range of text types from across the curriculum, showing coherence and an 
awareness of purpose and audience.  
Writing 
characteristics.  
Students at 
this level:  
 
 may produce writing that does not reflect their potential because preparatory 
reading has taken most of the time and limited the available time for drafting 
and editing  
 create a range of types of texts, using growing knowledge of text structure  
 continue to produce errors in grammar, punctuation and vocabulary, but these 
do not impede communication  
 use cohesive devices to link both within and across paragraphs  
 use pronoun reference with noun/pronoun agreement (e.g., Mary … she … her)  
 use appropriate time sequencing (e.g., first, next, finally)  
 use appropriate abbreviations in notes  
 begin to apply referencing conventions appropriately  
 independently edit with growing success to enhance fluency, accuracy and 
readability, and present their writing appropriately in print and electronic forms  
 continue to use their first language and previous learning experiences as they 
develop an understanding of the differences in text types and linguistic features 
between first language and English to construct texts”.  
READING Years 7-10: 
General 
Description of 
learners at this 
level: 
“Learners at the beginning of this phase understand the main ideas of familiar 
classroom texts. In this phase, they show some understanding beyond the literal 
level of these main ideas, issues or plot developments in a range of accessible, 
authentic visual, written and electronic texts from across the curriculum.  
 
Reading 
characteristics.  
Students at 
this level: 
 
 may still be experiencing difficulty discriminating literal meaning from implied 
meaning, subtle references, innuendo and sociocultural references  
 use appropriate intonation when reading statements, questions and dialogue  
 can transfer information from a text to another format (e.g., diagram, graph)  
 can read many irregular words, and can recognise and read more complex, but 
still common, letter patterns (e.g., -tion). When instructed, can recognise 
common suffixes and prefixes, and use these to construct meaning (e.g., -ed for 
past tense of regular verbs)  
 use graphophonic, syntactic and semantic cues to work out the meanings of 
unfamiliar words  
 follow meaning across sentences and paragraphs by tracking basic cohesive and 
reference items  
 make predictions about the likely content of texts based on their understanding 
of the different purposes and structures of text types  
 use a growing range of strategies to extend their reading such as adjusting their 
reading rate according to the task, skimming, scanning and reading on  
 continue to use first language, culture and experiences, when given the 
opportunity, in order to compare and contrast text types and meanings, and thus 
enhance their comprehension and cognitive abilities in both languages”.  
 
 
